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Abstract
Despite broad research on the value of technology in education, there is little information on
the contribution of e-learning to second language learning.
This study investigated the extent to which the Internet can contribute to students’ learning of
a second language through involved a study of students enrolled in an Arabic as a second
language course in Saudi Arabia. In particular, this study aimed to investigate how the
learning of Arabic language students enrolled at the Islamic University in Madinah could be
enhanced through use of the Internet, and consider how the Internet may further assist
student’s Arabic literacy development. The perceptions and performance of students was
recorded, and a comparison was made between students in a Traditional learning
environment (i.e. face to face) and those in a Blended learning environment (i.e. a
combination of traditional and online learning).
A quantitative approach was used to collect data through pre-test and post-test questionnaires.
These questionnaires gathered information related to the students’ perceptions, their
behaviours and attitudes. Student performance was also measured to determine the
effectiveness of each of the learning environments. This study found that student
performance was enhanced through the use a Blended learning environment.
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Chapter 1 Introduction
1.1

Preface

The introduction of the Internet into education has changed the teaching and learning
landscape internationally, and students’ familiarity with the Internet has been argued to assist
their engagement with content when this technology is integrated into their learning
experience. Technology provides new opportunities for supporting the learning process in
educational environments. This study is concerned with the use of the Internet to support
learning (e-learning), and will compare the outcomes of a traditional educational environment
with one that incorporates an e-learning website to support students in their learning.
Despite broad research on the value of technology in education, there is little information on
the contribution of e-learning to second language learning. This study is concerned
specifically with the teaching of Arabic as a second language in Saudi Arabia. Saudi Arabia
provides an interesting case study; as a conservative society, the introduction of the Internet
to its population was delayed while an effective Internet filtering service was implemented.
This delay in Internet access within the country meant that its introduction and use in
education has also been delayed. Saudi educational institutions are still in the relatively early
stages of integrating technology, and particularly e-learning) into teaching and learning.

1.2

Background to this study

Over the last 20 years, global Internet penetration has rapidly increased. It was predicted that
the Internet population would exceed 1.5 billion people by the end of 2008; this equates to
22.7% of the worldwide population (Internet World Stats, 2009).The Internet has become an
essential element of daily activities and communication for government agencies, businesses
and educational institutions.
Madar Research Group (2002) predicted that Internet-based industries in the Gulf
Cooperation Council (GCC hereafter) would exceed US$1 billion by the end of 2008, with
Saudi Arabia and the United Arab Emirates being the greatest contributors in the region.
These expectations were supported by the rapid growth in Internet penetration in the GCC
countries. The Internet was made available for industry and public users in Saudi Arabia in
early 1999 (Al-Tawil, 2006). The number of Internet users in Saudi Arabia was 200,000 in
the year 2000; this increased to 2,540,000 users in 2005. According to Internet usage figures,
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Saudi Arabia is the second fastest growing country in the Middle East regarding growth in
Internet usage nowadays (Internet World Stats, 2009).
The prevalence of the Internet has motivated the development of Internet-based utilities with
a focus on improving the experiences and outcomes of users. One particular area of global
focus, and hence this research, is the impact of the Internet on education, and specifically
how to use this technology to improve education. Its use in varied areas of education has been
demonstrated, and large investments have been made by government agencies and
educational institutions to further improve its usefulness.
The Internet has been identified by individual users, the education industry and government
agencies as an opportunity for Saudi Arabia to conduct learning and teaching activities online
(Al-Far, 2005). The ability to facilitate educational applications, particularly training
programs for serving the Saudi economy and society (Al-Tawil, 2006), has been the focus of
attention. Saudi Arabia is one of the top five Arabian countries implementing Internet-based
services within diverse sectors including education (Internet World Stats, 2009). As in many
Western nations, education was the first sector to connect to the Internet; this occurred before
access to the Internet become available to the public in 1999. The university community at
King Fahad University of Petroleum and Minerals had Internet access enabled in 1994
(Alhajri, 2004), however this was limited to email access due to the low speed of Internet
connection at that time. Since then, Internet speed and access has increased across Saudi
Arabia.
The integration and implementation of information and communication technologies within
the Saudi Arabian tertiary education system has recently received significant royal attention
and support. The Ministry of Higher Education in Saudi Arabia has already established
technology-based centres for the integration and implementation of e-learning platforms
(Ministry of Higher Education, 2008). An example of these centres is the ‘National Centre for
e-Learning and Distance Learning’, which is concerned with the utilisation of technologies to
implement e-learning and distance learning facilities and applications within the Saudi higher
education system. The centre also provides 20 training programs in the area of e-learning and
distance learning through nine Saudi universities for all stakeholders in the Saudi education
industry (King Saud University, 2008).
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The adopted by the Ministry of Higher Education aims to provide high quality and
economical Internet-based degree and non-degree programs in diverse fields to domestic and
international learners. This technology integration within the Saudi tertiary education system
seeks to provide and enable educational and training opportunities to busy professionals,
women, adults, the visually impaired or blind people, and the less privileged segments of
Saudi society. Recently, both the ‘National Centre for e-Learning and Distance Learning’ and
the ‘e-Learning Centre in the Riyadh Techno Valley’ have merged to form an effective
facility within the education system of King Saud University and to initiate and enable new
King Saud University educational horizons (King Saud University, 2008). With this
technological transformation across the Saudi education industry, there is an increased
demand from higher education institutes to implement proper Internet-based platforms and
innovations. Despite the large proportion of international students enrolled in higher
education institutions in Saudi Arabia, to date there has not been adequate acknowledgement
or exploration of the nature of Internet-based learning environments from the perspective of
the international students in Saudi Arabia. There has also been little attention paid to the
cultural issues that must be addressed for this approach to become successful.

1.3

Islamic University

The Islamic University in Madinah is one of the universities committed to achieving the
anticipated educational objectives of the Ministry of Higher Education’s program, and is
considered an ambitious university which focuses on providing solutions for learning Arabic
language. As part of the national e-learning plan and expansion of distance education, Arabic
as a second language courses have begun to adopt Internet technology to support students’
learning. All students enrolled in the Arabic Language Lessons course at the Islamic
University in Madinah are international students. Through consideration of the performance
and attitudes of students at the Islamic University in Madinah when comparing a traditional,
wholly face to face learning experience with learning supported by technology, the value of
technology within an environment such as this was assessed in this study.

1.4

Research problem

This research involved a study of students enrolled in an Arabic as a second language course
level 1. The perceptions and performance of students was recorded, and a comparison was
made between students in a Traditional learning environment and those in a Blended learning
environment. Traditional learning refers to classroom-based, face to face learning. Blended

3

learning involves a mix of both Traditional learning and Internet-based learning. The
difference in perceptions and performance between the two learning strategies (that is,
Traditional learning and Blended learning) was attributed to the role of the e-learning website
that was incorporated into the Blended learning experience. Recommendations will be made
for the improvement of learning outcomes and the experiences of students studying Arabic as
a second language.
The students who participated in this study were enrolled in the Arabic Language Lessons
course at the Islamic University in Madinah in Saudi Arabia. The Islamic University in
Madinah was founded by the government of Saudi Arabia in 1961 by a royal decree. It is a
modern university specialising in Islamic subjects. Approximately 80% of the 6,000 enrolled
students are international students. The university is culturally diverse and boasts enrolments
from almost all nationalities across the globe.

1.5

Aims of research

The study will aim to answer questions in relation to the use of the Internet to deliver Arabic
language teaching, using students studying Arabic as a second language at the Islamic
University in Madinah, Saudi Arabia as a case study.
The key aims of this research are to:


Investigate the extent to which the Internet can contribute to students’ Arabic
Language Lessons, with a particular focus on how the Arabic literacy development of
students can be enhanced, and



Conduct a comparative study of students undertaking an Arabic language course
using different learning strategies – Traditional learning versus Blended learning– and
measure the perceptions and academic performance of these students in relation to
each of the learning strategies.

1.6

Research questions

In particular, this research seeks to answer three research questions:
1.

To what extent can an e-learning website be employed by the students studying
Arabic as a second language at the Islamic University in Madinah to achieve the
learning and teaching objectives of the Arabic Language Lessons course?
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A comparison of Traditional learning and Blended learning will be conducted. The
comparison will be based on the experiences of students engaged in one delivery of
the Arabic Language Lessons course at the Islamic University in Madinah, Saudi
Arabia. This course teaches Arabic as a second language. Assessment of the success
of Traditional learning compared with Blended learning will be judged against the
learning and teaching objectives of the Arabic Language Lessons course listed below.
The difference between the success of the two learning strategies can be attributed to
the e-learning component of the Blended learning, as the e-learning component is the
only difference between the two learning strategies under review in this study.
2.

To what extent can an e-learning website enable the students studying Arabic as
a second language to employ the different learning strategies to achieve the learning
and teaching objectives of the Arabic Language Lessons course?
The extent to which the students are able to employ the e-learning website (that is, the
technology tool used in Blended learning) to achieve the learning and teaching
objectives of the Arabic Language Lessons course will be considered. The role of the
e-learning website in relation to both student perceptions and student performance
will be assessed, and a discussion of the impact of the e-learning website design will
be provided.

3.

What is the attitude of students studying Arabic as a second language towards elearning websites in relation to the achievement of the learning and teaching
objectives of the Arabic Language Lessons course?
Student perceptions of the value of the e-learning website in relation to their
experience in the Arabic Language Lessons course will be analyzed. These results
will inform recommendations for the usage and design of e-learning for teaching
Arabic as a second language.

The research questions identified are focused on a specific Arabic Language learning course.
As such, it is important to give the specifics of this course. The learning and teaching
objectives of this course detailed in Abdulraheem (1996) are described as follows:
1.

The student is able to understand Arabic speech according to the vocabulary that
he has already learnt.
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2.

The student is able to communicate orally using perfect Arabic that is free from
all syntactical errors.

3.

The student is able to write and utter sentences that are syntactically correct.

4.

The student is able to utter / pronounce Arabic sounds correctly.

5.

The student is able to read sentences from right to left in an easy and convenient
way.

6.

The student is able to understand and recall the meaning of new vocabulary.

7.

The student is able to correctly write the words that are shown on the board.

8.

The student practices and masters writing from right to left easily.

1.7

Significance of this study

While some studies relating to the teaching of English as a foreign language in Saudi Arabia
(see Section 2.6.4) have been published, no research on the teaching of Arabic as a second
language within Arabic universities has been identified. No research was found that
addressed the pedagogical and technological perspectives of teachers and students towards
Blended learning (including both face to face and e-learning) in Saudi Arabia. In order to
enhance the use of the Internet in teaching Arabic as a second language, this study explores
the practical factors that influence students’ perceptions of their experience, as well as impact
on their performance.
Outcomes of this study will address the three research questions (see Section 1.6), with a
focus on:


Evaluating the success of each of the learning strategies being studied; and



Providing recommendations for the more effective use of existing resources,
development opportunities, and improved implementation approaches.

1.8

Research design

This research used a case study approach to consider the value of an e-learning website
within a second language learning environment, and was largely based on the Cognitive
Theory of Multimedia Learning. One instance of the Arabic Language Lessons course at the
Islamic University in Madinah, Saudi Arabia was used as the case study in this research. 62
6

students who were enrolled in the course participated in the study. The students were divided
into two groups (31 students each) based on their university class allocation. Each group of
students attended lessons teaching Arabic as a second language for five weeks. During this
five-week period, each group engaged in two weeks of Traditional learning and two weeks of
Blended learning.
Quantitative analysis of student perceptions and performance was used to assess the
contribution of an e-learning website (as the distinguishing feature between Traditional
learning and Blended learning) to learning Arabic as a second language. This quantitative
analysis was based on the following questionnaires and quizzes, each of which was
completed by all students who participated in this study:


Pre-test Questionnaire to record demographic information;



Post-test Questionnaire (Blended learning) to record perceptions of Blended
learning;



Post-test Questionnaire (Traditional learning)to record perceptions of Traditional
learning;

1.9



Arabic Language Quiz 1 to assess Arabic language academic performance; and



Arabic Language Quiz 2, also to assess Arabic language academic performance.

Organisation of this thesis

This thesis is organised into five chapters as shown in Figure 1.1.
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Figure 1.1 Organisation of the thesis

Chapter 1: Introduction has presented a broad overview of this study, including the
background to the study, related research and the research questions that will be addressed in
this thesis. The chapter also discussed the significance of the study and the contribution of
this research to the improvement of Arabic as a second language education, with a particular
focus on education in Saudi Arabia.
Chapter 2: Literature Review presents a review of the relevant literature on the integration
of the Internet within education in general, as well as specifically within second language
learning. Theories and approaches to teaching and learning, as well as learning strategies, are
discussed. These learning strategies include traditional learning, distance learning, online
learning and blended learning. This study is concerned with traditional and blended learning.
Chapter 3: Research Methods describes the research methodology used to collect data, and
describes and justifies the selection of the case study –the Arabic Language Lessons course at
the Islamic University in Madinah, Saudi Arabia.
Chapter 4: Results and Discussion presents the analysis and reports the results related to the
data collected from the two groups of students that engaged in the comparison of Traditional
learning and Blended learning. A discussion of the findings is provided, and the key
conclusions from this study are presented. The chapter outlines recommendations and
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suggestions to assist in improving learning Arabic as a second language, including reference
to the role of e-learning to improve learning outcomes for students.
Chapter 5: Conclusion presents the implications of the findings in relation to the research
questions, and discusses the contributions of this study within the context of the literature.
The chapter also identifies the limitations of the study and provides suggestions for future
research opportunities.
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Chapter 2 Literature Review
2.1

Overview

This chapter presents a review of the literature related to this study, providing background to
the key areas of interest as listed in the research questions (see Section 1.5). In this chapter,
different learning strategies are reviewed in order to differentiate the learning strategies that
are compared (blended learning and traditional instruction). Researches on previous
comparisons made between the two strategies are also reviewed in order to determine the
areas where one strategy has already been found superior to the other, if any. Following this,
the inputs on the importance of technology to education are reviewed as part of the
foundation of this study. This is followed by a review of different learning theories, with the
objective of selecting theories that are most applicable in making sense of the learning
outcomes that would be obtained from carrying out the two learning strategies that are
compared. From this, the review would proceed to considering research on second language
learning, and the theories that have been developed on second language acquisition. This is
followed by literature on elements that were utilised in the development of the blended
learning system used in this study, which is specifically focused on Moodle. This chapter
concludes with a summary of insights from extant literature and the identification of the gap
in literature that this research seeks to address.

2.2

Learning strategies

The type of learning strategy used in any particular course impacts on the experiences of both
the students and the teacher. Learning strategies are “certain combinations of goal-oriented
learning activities used by learners to improve learning” (Schellings, 2011). Whichever type
of learning strategy is selected, Rouke et al.’s (2001) model demonstrates that the relationship
between interaction and learning involves three components for students: interaction with
content, interaction with teachers, and interaction with peers. The following sections will
describe and discuss the four types of learning strategies: traditional learning, distance
learning, online learning and blended learning.
2.2.1

Traditional learning

Traditional learning refers to face to face, classroom-based teaching. Interaction and
communication

in

traditional

education

typically

occur

between

student/teacher,

student/student, student/content, and teacher/content (Anderson, 2002). Teacher to teacher
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interaction may also occur outside the classroom. Historically, all education used traditional
learning. Traditional learning has the advantage of providing the instructor maximum control
and oversight of the learning process. The teacher can see easily observe what students are
doing during class time, and can see how students react as he or she discusses the lesson.
Furthermore, this strategy has the highest potential for interaction among members of the
class, since they are all in one place. On the other hand, the disadvantage of traditional
learning is that it requires students and teachers to be physically present, which can be
difficult for students located in areas that are far away from educational institutions.
2.2.2

Distance learning

Distance learning refers to students acquiring knowledge without physically attending a
classroom. Distance education courses were offered by 56% of all higher education
institutions in the USA in 2000-01, with a 3% increase in the subsequent year, 2001-02
(National Center for Education Statistics, 2003).
Like traditional learning, distance learning is composed of three key relationships: between
teacher/student, student/content, and teacher/content (Anderson, 2002). Within these
relationships, in the context of distance learning, the level of interaction is typically limited
and remains static over time. Students are not able to interact with other students. The learner
and teacher are also separated, therefore the planning and preparation of learning support is
completed in isolation from the student. Other challenges faced by students who engage in
distance learning include (Teng and Traveras, 2005; Verduin and Clark, 1991):


the absence of traditional face to face communication;



a lack of interaction in synchronous discussions;



the effectiveness of instructions is limited by the delay of the system; and



the need for students to be highly motivated and have good support systems.

While some research has shown that distance learning is able to achieve the same cognitive
outcomes as traditional learning, these outcomes must be facilitated in distance learning by
the provision of appropriate assistance and assessment.
Building a learning community and facilitating the exchange of ideas, information and
feelings among the members of the community (Hiltz, 1988) is the most basic premise from
which all teaching should begin. The establishment of such a community is difficult given the
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limitations of distance learning. All of these elements negatively impact on the amount of
deep and meaningful learning that is likely to occur through distance learning.
Research has proved that effective distance education in terms of student achievement and
satisfaction is associated with systematic instructional design combined with the use of
technology-based communications and instructional media (Bernard, Abrami, Lou,
Borokhovski, Wade, Wozney, Wallet, Fiset and Huang, 2004). There are two approaches to
communication in distance education: synchronous learning and asynchronous learning.
Using asynchronous learning media, there is a time delay between each message and
response. While the use of asynchronous learning media is often criticised for restricting
genuine interaction, Curtis and Lawson (2001) argue that the lack of spontaneity imposed by
asynchronous learning media is not a disadvantage because it provides students and teachers
with a more explicitly reflective environment. This, in turn, results in more enriching
exchanges. It has also been argued that asynchronous media enables teachers to record and
analyze learning interactions in addition to offering learners more flexibility in the style and
time of their learning. Computer-based training is one example of asynchronous learning.
While computer-based training is economical, portable (for example, on CD-ROM), and can
be accessed by the student when convenient for them, the only interaction in computer-based
trainingis between the student and the content (Mosher, 2003). All interaction between the
teacher and the student is conducted outside of the learning environment (for example, by
telephone, email or face to face). This limitation in interaction is not always satisfactory
because it may cause some delay on occasions.
Using synchronous learning media, the interaction between participants is instantaneous and
happens in real time. Media is often used to facilitate two-way communication in an attempt
to overcome the separation of students and teachers engaged in distance learning. Internetbased training is a common example of synchronous learning. The prevalence of distance
education has increased as a result of the Internet, however distance education does not
always use the Internet. Research has found that directed synchronous distance methods used
by undergraduate distance students help them learn as well as traditional classroom methods.
Newer technologies blur the distinction between synchronous and asynchronous media as
well as between physical and virtual learning experiences.
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The advantages of distance learning include removing the need for teachers and students to
be physically present at a specific common location in order for the learning process to
commence. Another advantage is that the learning process is more flexible for students; they
can learn when it is most convenient for them. The trade-off to this are virtually no potential
for interaction, since people in the same class will not be able to meet one another, and
severely decreased ability for teachers to directly supervise students.
2.2.3

Online learning

Online learning (often referred to as ‘e-learning’) can be defined as any learning that occurs
within the Internet environment. Online learning differs from traditional learning in that
students are separated from the teacher by time and location. Online learning can be
considered as one form of distance learning. Scanlon et al. (2002) considered online learning
in terms of distance education where the technology supported core learning activities. Social
interaction in distance education is not like face to face learning, since it cannot be assumed
to arise spontaneously; social interaction in face to face learning arises due to physical
presence.
Online education has been a growing enterprise since the introduction of Internet technology.
About 90% of higher education institutions offered asynchronous online courses during the
school year 2000-2001 (Waits and Lewis, 2003). Synchronous online courses were offered by
43% of these institutions (Waits and Lewis, 2003). In 2003, 88% of the institutions reported
that they were considering introducing or expanding the number of asynchronous online
courses, while 62% reported that they were planning to introduce or increase the use of
synchronous online courses (Waits and Lewis, 2003). According to Berge and Mrozowski
(2001) and Kearsley (2000), the increased use of the Internet for instruction can be attributed
to recent telecommunications advancements, the increasing importance of information
technology in our lives, and the current emphasis on lifelong learning.
Key elements of online learning (Bernard, et al., 2004) are:


The quasi-permanent separation of teacher and students;



The influence of an educational institution in the planning, preparation, and
provision of student support;



The use of technical media; and
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The quasi-permanent absence of learning groups.

These four elements are the basis on which Keegan (1996) defined this kind of education, and
based on this definition, many online courses have been offered. Examining online courses
with regard to students’ performances and social interactions among students and teachers
has gained popularity, as the main goal of such online courses is to exceed the level of
achievement and interaction that students and teachers obtain in traditional classrooms.
In contrast to the limited and static relationships that are imposed by distance learning,
Anderson (2002) states that online learning allows for student/student, content/content, and
teacher/teacher interaction. Content/content interaction occurs when technology and subject
matter are integrated as students learn about the subject matter and improve their
technological skills at the same time. While no theory has been proposed for measuring the
amount of interaction between the various elements, Anderson (2002) argues that if a high
level of interaction between student/teacher, student/student or student/content occurs, then
deep and meaningful learning will occur. Learning will be even more profound if the student
interacts with two or all three of these modes.
Schutte (1996) found out that lack of face to face interaction with the lecturer led to higher
interaction between students, and produced better test performance. However, Schutte (1996),
Rouke et al. (2001), and Ragan (1997) showed that much of the performance difference could
be attributed to student collaboration rather than to the technology, and that online learning
requires teachers to provide time for collaboration to achieve these positive outcomes. The
effectiveness of online courses compared to traditional courses has been debated. Schutte
(1996) claims that the performance of students taught online is better than that of students
taught in a traditional classroom setting, however the findings of Neal’s (1998) study
contradict this.
Online learning was shown to facilitate the building of advanced knowledge by individual
university students as early as the 1990s. Cognitive constructive theories of individual
learning (see Section 2.4) have been applied to the design of technological learning
environments, and the nature of social interaction between students and between students and
teachers studied (Jonassen, Mayes and McAleese, 1993). Computer technology can provide
cognitive tools for students to construct their representation of knowledge individually or in
groups. In Web 2.0, students use the Internet to develop learning content, extending the
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Internet’s previous use for simple content delivery. Salmon (1998) and Salmon and Almog
(1998) discussed the role of social interaction in individual learning to expand the
individual’s knowledge and cognition to distributed cognition, where knowledge is known as
the quality emerging from social interaction and partnerships with intelligent technology.
Both the cognitive approach of Jonassen et al. (1993) and the interactionist approach of
Salmon (1998) and Salmon and Almog (1998) are relevant to online learning. With the
advent of social networks and 24/7 connectivity, both of which have emerged within the last
decade, the role of online learning has expanded from simply a means to reach students in far
places to an independent, fully established educational system that competes with, instead of
simply augmenting, mainstream systems of learning.
When moving from a traditional learning environment to online learning for an existing
course, teaching materials are commonly digitised and placed on the Internet by teachers
(Bear, 1998). In the early stages of online learning, email was used as the primary
communication tool between teachers and students. Other information-rich electronic
resources, such as websites, e-libraries and e-journals, are often used to support course-based
digitised resources. These provide enhanced learning and teaching experiences. As online
learning has become more popular, a range of web-based Learning Management Systems
(LMSs) has been developed to assist in the management of digitised resources and facilitate
enhanced communication channels between instructors and students. Popular educational
LMSs include WebCT, BlackBoard and Moodle. As well as being used for online learning,
these LMSs have been widely adopted in higher education institutions to facilitate blended
learning (that is, a mix of traditional and online learning components) for courses (see
Section 2.2.4). See Section 2.6.1 for further discussion of Learning Management Systems.
There are several strategies that can be used to provide access to learning for a large number
of students in a class (Twigg, 2003), one of which is online learning. Through online
learning, multiple repeats of a classroom-based course can be delivered online once and
accessed by hundreds of students. Some suggest that online courses can cater for a larger
number of students by using methods that help decrease the amount of time teachers spend
managing their teaching load. However, Cavanaugh (2003) and Lazarus (2003) showed that
teaching online commonly results in increased teaching hours for interacting with students,
and that teachers need new strategies to allow them to reduce the time needed for teaching
online and to build greater access to online learning available at the same time. New and
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innovative approaches must be used to achieve these advantages, as direct translation of
existing teaching into an online delivery showed few of these benefits in early
implementations of online learning (Hislop, 1999).
Students have benefited from the use of online learning in several ways:


A convenient and flexible learning experience, in terms of location, learning
environment, time, duration, and access 24 hours per day 7 days a week;



Online learning eliminates the pressure for an immediate response;



Introverted students are found to be motivated and empowered to contribute and
to be heard using this learning medium;



Distance barriers are overcome, with students being able to work together even if
they reside in different cities or countries;



Participation and collaboration are increased;



Online interaction leads to higher participation rates due to greater equity
between learners, based on the assumption that prior training is provided for the
students and teacher;



Students can be taken where the learning is through the Internet, which means
that class follows learning;



Learning materials may be visited and revisited numerous times;



Discussion forums are easily established;



Students can be provided with the opportunity to benchmark their work;



Study is self directed and self paced, and is therefore adaptable to students with
different learning styles, interests and cultural backgrounds;



Students construct knowledge and can ask questions that they may not ask in
conventional settings;



Learning on demand opportunities;
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Time saving;



Personalisation of learning;



Engagement in an interactive and collaborative learning environment; and



Students learn to become active, creative and engaged in the learning process.

Teachers can also benefit from online learning in the following ways:


Reduced cost in lecturer’s time to attend lectures;



Time saving;



Simple to publish and update content;



Learning materials may be modified and re-used numerous times; and



Their modified role as facilitators of information rather than teachers of
information.

(Bellgard, Murphy and Smith, 2001; Curran, 2002; Hazari, 1998; Hislop, 1999; Palloff and
Pratt, 2001; Piskurich, 2004).
In early discussions about the role of the Internet in learning, Harrasim et al. (1995)
suggested that online courses could be used to make education more relevant and engaging
for learners. Individualised learning, cooperative learning, partnering and assessment
portfolios are examples of trends that have been facilitated by the Internet (Vogel and
Klassen, 2001). While Hislop (1999) claimed that traditional classes are more interesting than
online classes for students, and students who learn online must work harder than those in a
traditional classroom due to the lack of face to face contact, the results of Stacy and Rice's
(2002) study of online education indicated that the majority of online students found the
online learning environment engaging, flexible and easy to use. This improvement may be
due to improved availability and use of online facilities, as well as improved Internet
connectivity over time.
One disadvantage of online learning identified by Jones and Johnson-yale (2005) is that
students are susceptible to alienation when they interact more with online tools, with online
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courses less likely to facilitate interactions between students than traditional classes
(Passerini and Granger, 2000). Another challenge related to online learning is the
establishment of a collaborative learning environment. Group online discussions and a
socially constructed learning environment are integral to students’ effective understanding
and learning (Stacey and Rice, 2002). Genuine participation in online groups, by establishing
a ‘community of enquiry’, requires three elements: cognitive, social and teacher presence
(Rourke et al., 2001; Stacey and Rice, 2002). The role of teachers, time usage and activities
all impact on the establishment of cognitive and social interactions in online learning (Stacey
and Rice, 2002). Obstacles that prevent students in online courses from forming a
collaborative learning team include (Paik et al., 2004):


Difficulty of communicating instantly;



Problems with email service or Internet connection;



Difficulty in reaching a consensus;



Lack of student participation;



Slow rate of propagating opinions;



Difficulty with keeping messages confidential;



Lack of teacher and technological support and resourcing;



Lack of support for the collaborative and dynamic nature of learning;



Lack of incentives and structure for developing and sharing content;



Integrating a distance component into a standard, classroom-based program;



Lack of appropriate assessment of students’ needs and delivery mechanism;



Lack of budget allocation for users’ costs such as home telephone service,
monthly costs of Internet service and computers repairs; and



Lack of professional development or job descriptions for staff members assigned
to online programs.
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Challenges for teachers of online education include (A’Harren, 2000; Graham et al., 2000):


Conducting appropriate evaluations and student assessment;



Maintaining documentation about students;



Detecting and contacting students who fall behind;



Maintaining a level of training to ensure efficient educational delivery;



Managing the motivation and attention span of students; and



Ensuring integrity of online assessments

However, many of these issues were largely confined to early implementations of online
learning, in which the purpose was to mimic classroom education for students who were
unable to attend traditional classes.
Assuring quality in the online learning environment presents unique challenges (Southern
Regional Education Board, 2002). These include:


Evaluating academic and non-educational providers of services;



Learning how to assess the disaggregated instructional content;



Learning how to assess the learning experience of the student in the online
medium; and



Learning how to deal with blended courses that contain elements of both
traditional and online classes.

Widely accepted standards for quality assessment are not yet in place. Once established, they
are likely to impact on student satisfaction in the online learning environment, as they
normalise such things as standards for course design, teaching resources, technical support,
and teacher and student readiness (Southern Regional Education Board, 2002), as well as
facilitate determination of whether the integration of technology in a certain setting is
favourable.
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Online learning provides advantages that improve the distance learning dynamic. Through
online learning, potential for interaction among members of the class is restored, since
interaction can occur through the use of online conferences and message boards. At the same
time, the benefits of time flexibility and non-necessity of physical attendance are preserved.
However, the disadvantage of the teacher having limited oversight over the student’s learning
remains.
2.2.4

Blended learning

Blended learning incorporates a mix of delivery modes within a single course. This mix
usually involves traditional and online strategies – most often, the Internet is the technology
used. In this study, blended learning consists of face to face learning and online learning.
These online learning activities are commonly referred to as ‘e-learning’. Valiathan (2002)
describes blended learning as attitude-driven learning that mixes various events and delivery
models to develop specific behaviours. In an effective blended learning delivery, face to face
sessions can be biweekly or less for students with rich prior experiences of technology, while
daily face to face sessions are recommended for students with less technology experience (Ho
and Burniske, 2005). Using blended learning, teachers are able to increase the portion of
online delivery and transform their traditional teaching methods gradually. The ability to use
face to face sessions supported by technology has been widely embraced by teachers
(Wheeler and Jarboe, 2001). To successfully assist teachers to adopt Internet technology into
the traditional classroom (Schmidt, 2004), Tuckman’s (2002) ADAPT model (Active
Discovery And Participation thru Technology) and a ‘hybrid’ (that is, blended) design model
(Passeriniand Granger, 2002) were proposed as models of Internet technology integration in
education. Blended courses also helped in increasing the amount of active learning,
improving students’ performances, and prompting cooperative learning exercises (Lorenzetti,
2004; Riffelland Sibley, 2005).
Blended learning combines both the benefits and the detriments of the different strategies and
attempts to balance them out. The teacher has sufficient oversight since the class will be
meeting physically on selected occasions, but the flexibility of learning outside those hours
where people have to meet in class is also maintained. On the other hand, people are not
completely free of the responsibility to physically attend some classes, and they would need
to understand the dynamics of both traditional and online learning to function effectively.
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2.2.5

Comparison and contrast of Traditional and Blended learning

Since this study seeks to compare blended learning approach to teaching Arabic Language as
a Second Language to traditional approach, it is important to review other studies that have
sought to compare the two approaches in different contexts. Perceptions of blended courses
varied based on students’ motivations and experiences of learning. Students at higher levels
of higher education performed better and perceived blended courses more positively than
students at lower levels of study (Riffell and Sibley, 2005), while first time users tended to
prefer more face to face sessions (Teng and Taveras, 2005). Emerson and MacKay (2011)
acknowledged the difficulty of establishing reliable conclusions regarding the comparison of
traditional, online, and blended learning strategies. Based on the studies it reviewed, no
consistency in results can be claimed. Furthermore, many of the studies that supposedly
yielded strong evidence were found to not have established sufficient controls in their
methodologies. In response to this, Emerson and MacKay (2011) conducted an experiment
that sought to determine if the mode of presentation (traditional or digital) of a lesson can
impact students’ performance and cognitive workload. Contrary to expectations, it was found
that the students who attended the traditional lesson performed slightly better than those who
attended the blended learning session. There was no significant difference found in the
cognitive workload experienced by either group of students. Emerson and MacKay (2011)
explained that the study added to the cautionary nature of studies comparing traditional and
blended learning strategies. Kuo et al. (2012) focused on the ability of hybrid approaches to
teaching to improve problem solving skills and learning attitudes of students who have been
used to the traditional method of teaching. Kuo et al. (2012) based the study on previous
findings that skills in problem solving were some of the most difficult to develop among
students. Overall, the study found that students in the hybrid group were able to score higher
in problem solving tests than students in the traditional group. However, the difference was
found to be concentrated on low- and middle-achievement types of students. That is, the type
of learning environment did not matter for high-achievement students. Furthermore, Kuo et
al. (2012) acknowledged that there were various variables that the experimental design of the
study could not control for, which may have affected the perceived outcomes of the study.
This shows that the weaknesses of studies like this which have been pointed out by earlier by
Emerson and MacKay (2011) and Grgurovic (2010) still persist. Morris (2010) reviewed a
recent meta-analysis of the department of education in the United States which found that
blended learning systems may be more effective than both online and traditional learning
systems. Morris (2010) sought to test this finding in the context of the University of San
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Francisco’s undergraduate business course. As such, 94 students were randomly assigned to
blended and traditional learning groups. In all groups, a multimedia framework was utilized
in constructing and delivering the instructional content. Post-tests conducted found for both
low and high order knowledge; there was minimal difference between the two groups. One
positive finding for blended learning was that the blended learning group was found to have
achieved more pronounced changes in study behaviour than the group under traditional
learning, which may imply that blended learning is suitable for students who may seem
unmotivated by traditional classroom teaching. Still, the overall conclusion of Morris (2010)
was that blended learning does not outperform traditional lecture-based method when it came
to student learning outcomes, contrary to the supposed findings in the meta-analysis.
According to Morris (2010), there is still considerable developments that need to be made in
blended learning for it to be considered as a more effective approach to instruction that the
traditional method, which still remains to be highly popular among educational institutions.
There were also studies that focused on a comparison of the two approaches as applied to
technology-related courses. Vernadakis et al. (2011) compared the use of a blended learning
approach to the traditional approach in teaching a course about Microsoft office PowerPoint
2003 to computer science students. In the study, 72 college freshmen were randomly assigned
in a traditional learning group and in a blended learning group. Each group received similar
instructional context, with the difference being only in the media used in order to deliver the
content. The students were given both a pre-test prior to receiving instruction and a post-test
at the end of instruction and the results of the tests were analysed quantitatively. The results
of the study found that while the two groups did not differ in their average scores in the pretest, the groups did differ significantly in their average scores in the post-test, with the
students in the blended learning group being found to score higher than those in the
traditional learning group. According to Vernadakis et al. (2011), the evidence gathered show
that blended learning approaches in technological topics are more effective than traditional
approaches. Vernadakis et al. (2011) considered that this may be because technological
topics, particularly those concerning the use of computer resources, are easier to understand
when presented in the environment where they are actually applied. David (2010) focused on
the perceptions of students in experiencing two different types of learning environment in a
Bioinformatics laboratory course; the traditional learning setting where the students were all
in one computer laboratory all the time, and a blended learning setting where the students
attended some lectures but performed all laboratory works on a virtual laboratory that they
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accessed remotely. All of the students in a large class experienced both learning
environments across an entire semester. Near the end of the semester, a survey was
administered to determine students’ perceptions of each method. According to this survey,
students favoured the blended learning approach better than the traditional learning approach.
Specifically, the students believed that there were strong benefits in the blended approach,
particularly the peer-provided technical support. In the traditional learning where everyone
was in one classroom, support was mainly provided by the teacher, which students
considered was inadequate due to time constraints. In the blended approach, students can
easily interact with one another online, and help one another through the process of
completing the experiment. This was seen as the main advantage of the blended approach
over the traditional approach in this setting. According to David (2010), the blended approach
allowed for greater collaboration and deeper active learning to be experienced by the
students. Ernst (2008) discussed how online education has become one of the focal elements
in discourses throughout different levels of education. According to Ernst (2008), there is
considerable drive towards establishing online learning systems because of the flexibility and
cost-efficiency that are inherent to such systems. Yet at the same time, education that is
completely online is regarded by the general public as having less credibility than education
that is carried out in traditional, brick-and-mortar classes (Ernst, 2008). This has paved the
way for the development of hybrid or blended systems, which incorporate face-to-face
sessions of instruction with online aspects. In line with this, Ernst (2008) conducted a microlevel study that evaluated a blended learning system against a face-to-face learning
environment for students in a technology course. Based o the study’s findings, students in the
group where blended learning approach was used performed at least as well as the students in
the group that utilized the traditional approach. At the same time, students in the blended
learning group were found to have more positive attitudes towards learning than students in
the traditional learning group. These findings are consistent with those of David (2010) and
Vernadakis et al. (2011) which also focused on the utility of blended learning for technologyrelated courses.
In another study, Rather than comparing outcomes, Rice (2012) compared the difference in
the costs of traditional and blended teaching strategies. Rice (2012) acknowledged that while
results of previous studies have been ambiguous as to which method was better, the longterm cost issues of continuing with traditional learning or switching to blended learning
structures are important matters that should be tackled in academic research. Addressing this
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gap, the study examined the costs incurred by three types of schools, which were traditional
schools, online schools, and blended learning schools. Based on a compilation of financial
reports from various online and blended learning schools, Rice (2012) found that the cost of
running these schools is significantly lower than the average cost of running traditional brickand-mortar schools. According to the results of qualitative interviews, the main driver of cost
in blended learning and online systems is the initial investment that schools needed to make
in order to enforce the system. Since many of the schools are still in the early stages of
implementation, the impact of these costs on the total cost of maintaining the system is high,
although traditional learning methods still have higher costs. As such, it is expected that as
schools operate blended learning or online systems longer, the impact of the costs of initial
investment would decrease, making these methods even more cost-effective in the long-term.
Finally, there were studies found that concentrated on second language learning. Nissen &
Tea (2012) compare the utility of blended learning strategies and face-to-face instruction to
second generation, second language tutors. Through interviews conducted with a number of
such teachers, it was found that most teachers were having considerable difficulty in
integrating online and face-to-face aspects in the blended learning approach. Most of the
teachers focused on the face-to-face aspect of the blended learning strategy, sometimes
completely disregarding the online aspect and making the strategy little different from the
traditional second language learning course. According to some of the teachers, traditional
instruction is still a more desirable method for them over blended learning strategies because
it is through traditional instruction that they learned the second language that they are now
expected to teach to their students. However, at the same time, the teachers recognised the
need for them to develop, realise that many students utilize online resources and
communicate through online social media. According to the teachers, it is in this that the
impetus of developing more effective blended learning strategies lies. That is, teachers must
learn to shift the learning environment to a setting that is familiar to today’s generation of
digital age students. In this sense, teachers considered blended learning strategies as a bridge
way between second language teachers and their students. Grgurovic (2010) reviewed a
number of studies and found that while blended learning is considered as one of the
significant advancements in education within the last century, empirical evidence supporting
the superiority of blended learning to traditional learning in the context of foreign language
learning is scarce. That is, many studies from the past decade which were included in the
review of Grgurovic (2010) were not able to show that significant differences in the
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achievement of students in the two classes existed in favour of blended learning. However,
Grgurovic (2010) discussed that many of the studies that were reviewed failed to give a
sufficient description of genuine blended learning. The studies did not include detailed
information about what tools were used and how such tools were implemented. There was
also a lack of an extensive theoretical framework in previous studies. Given this, Grgurovic
(2010) empirically compared a technology-enhanced blended learning programme for
teaching English as a second language with traditional face-to-face instruction. The study
made us of Diffusion of Innovations theory and Curricular Innovation Model in its theoretical
framework. As with the studies it reviewed, Grgurovic (2010) was not able to show the
existence of significant difference between the achievement of students in traditional and
blended learning environments. However, Grgurovic (2010) was able to show that
participants had generally more positive attitudes towards blended learning than traditional
learning, as they regarded blended learning as an innovative approach that is certainly a step
forward in English language learning.
2.2.6

Relevance to this study

In this section of the review, several important inputs were drawn from extant literature.
Firstly, it was found that blended learning is an approach that has been considerably
developed within the last decade as a hybrid of face-to-face and online instruction. It has been
in use in various institutions for diverse courses. Furthermore, considerable research has been
conducted in comparing the blended learning approach with the traditional approach in
different contexts. In general, findings of these studies showed no sufficient evidence of
blended learning being superior to traditional learning approaches (Emerson and MacKay,
2011; Kuo et al., 2012; Morris, 2010) even in the context of second language learning
(Grgurovic, 2010; Nissen & Tea, 2012). The only areas where the use of blended learning
was found to offer some advantage with respect to student leaning outcomes were in
technology-related course areas (Vernadakis et al., 2011; Ernst, 2008). Nonetheless, it was
found that in the long term, blended and online learning systems stand to be considerably
more cost-efficient than traditional learning systems (Ernst, 2008; Rice 2012). As such, there
remains to be a great deal of interest in determining the applicability of blended learning in
different contexts. In this review, it was found that there have yet to be any studies prior to
the present study that investigated the applicability of blended learning approach in
comparison to the traditional learning approach particularly in the context of learning Arabic
as a second language. As shown in the studies reviewed, the advantage of the blended

25

approach over the traditional approach seems to be highly contextual in nature. That is, it is
advantageous only in some contexts, and even only when considering certain learners. As
such, specific studies such as this are important in filling the gaps in literature in terms of
learning contexts that the blended learning approach has not yet been tested against the
traditional approach.

2.3

Technology for educational purposes

Wide access to computers and the Internet in most educational institutions has changed the
educational landscape over recent decades. There is a growing trend to use the Internet to
reach a greater market share in education. Many institutions are becoming sensitive to a
market that does not want to make considerable lifestyle adjustments in order to earn an
academic degree, and so these institutions provide online courses that students can take at
their own pace. Due to the significant features of online learning, it is no longer a
supplementary component of conventional learning but rather can be considered as being
complementary to it (Bates 2000). As well as a range of advantages made available by
effective use of technology, one of the great benefits is that the Internet can be used by
students without the need for additional training (Castellani and Jeffs 2001; Williams 1995).
Although technology is a major component of the transformation, it remains a tool that
should have minimal negative impact on educational objectives (Ackhoff 1972; Mandinach
2005). It is vitally important that effective technological learning resources must respect the
fundamental values of the learning and teaching processes (Meagher 2003).
2.3.1

History of technology in education

The first extensive uses of computers in schools took the form of support for individual
learning activities. These provided drill and practice for individual students and, as they were
developed and refined, came to include extensive instructional management features that
helped to guide students through extensive bodies of instructional material. Modern versions
of these systems are found in about 30 percent of schools and have found widespread use in
programs for the educationally disadvantaged and for remedial instruction (Gao et al., 2004).
These large educational systems often span several years of curriculums and were originally
sold with associated hardware and networking. Each of the systems typically cost upwards of
$30,000; such systems are generally procured by a central office on behalf of schools within a
district. Teachers frequently participate in the process of system selection, and training for
teachers is usually an important component of the purchase (Gao et al., 2004). In many ways,
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these systems are reminiscent of the time-shared computer systems that were introduced into
workplaces in the late 1960s and early 1970s.
While offering enormous potential for delivering services to workers or students, early
business computer systems were costly and rigid by today’s standards. The continued rapid
decline in the cost of computational power and mass storage allowed the introduction of the
personal computer and the independence and autonomy that is associated with it. These
computers were soon networked and many workers could access databases. The emergence
of the Internet linked businesses with clients and suppliers in distant locations. Decentralised
computing power coupled with effective software and networks vastly enhanced the ability of
frontline workers to acquire, analyse and use information (Gao et al., 2004). Considerable
restructuring of the workplace was possible and desirable in the interest of greater
effectiveness and efficiency. Indeed, in many cases, existing patterns of organisational
behaviour were undermined and forced to restructure.
The same qualities of computing, telecommunications equipment and service that made it
possible to restructure workplaces also made it possible to restructure and reengineer
educational environments. Technology allows students and teachers to perform traditional
tasks with speed and quality that were not easily attainable in the past. It allows individual
students and teachers to work both individually and collaboratively (Glennan and Melmed,
1996). Technology provides access to fellow teachers and students as well as a vast store of
information that is increasingly available online. Technology is no longer found in the form
of a few well-developed tools to be introduced more or less intact into educational institutions
but in a whole raft of capabilities that can serve the ends of teaching and learning.
The possibilities related to the application of technology in education are endless: a computer
acting as a tutor; a word processor to report a student’s work; and email to facilitate
communication between students and teachers. The simple question ‘how effective is
technology-supported education?’ is essentially unanswerable because of the many ways in
which technology can be used (Jonassen, 1999). Only specific ways of utilising technology
can be tested for effectiveness. Empirical evidence that these ways are effective, or
ineffective, does not imply that any other way of utilising the same technology is necessarily
effective or ineffective.
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2.3.2

History of the Internet in education

During the late 1960s and early 1970s, a group of top research universities in the USA
collaborated to build a network for sharing and communicating information – the Internet. At
this point, the impact of the Internet on higher education institutions began, and the Internet
began to gain popularity in educational research. In 1972, the first electronic message was
sent via email. By the late 1970s, the Internet was installed and used by many USA agencies
including the Department of Energy, NASA Space and the National Science Foundation. In
the early 1980s, the Internet was expanded to several countries in Europe, including Britain
and France. In 1984, it was announced that higher education communities from all disciplines
in Britain would use the Internet; this decision was replicated in the USA in 1985. By the end
of 1985, the Internet was serving a broad community of academics including researchers,
students and developers, and providing them with daily computer communications, email
services, and other interactive utilities (Leiner et al., 2000).
The Internet is now a widespread tool used by governments, businesses, educational
institutions and individuals as an information infrastructure. In addition to the communication
facilities supported by the Internet, its evolution was influenced by the increasing number of
online utilities, the high demand for information acquisition, and major transactions and
operations of businesses and organisations from all industries including education (Leiner et
al., 2000). The Internet has become one of the most powerful, supportive and valuable
resources for the educational community, including administration, teachers and students
(Dyrli, 1993). Reducing costs, increasing enrolments, improving teaching quality, increasing
the accessibility of courses, and promoting an institution’s image to new audiences were all
indicated as being beneficial factors of using Internet technology in higher education
institutions (Bear, 1998; Katz and Oblinger, 2000).
2.3.3

Relevant features of technology

There are a number of Internet utilities that are used in education. The main utilities are
outlined below.
Email can facilitate fast communication between teachers and students, regardless of
location, and provides the ability to attach different types of documents, forward content,
authenticate senders, and exchange ideas and feedback on assessments and teaching materials
without being in the same classroom (Harris, 1999; Leu and Lue, 1997). It can act as a private
link between students and their teachers, which is often more convenient for students than
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needing to attend a teacher’s office during a set consultation period. As such, email
communication provides students with the ability to raise questions that they may not have
the courage or opportunity to ask in a face to face setting.
Videoconferencing, a technology that enables two or more people in different locations to
interact and collaborate with video and audio facilities, has become popular in higher
education. This interactive tool is used by institutions to conduct classes remotely and to
enable groups to collaborate and conference within a cost-effective and user-friendly
environment. Some universities, such as Lancaster University in the UK (Lancaster
University, 2009), use this technology to interview international students, while others
(University of Oxford, 2009) use it for job interviews as well as distance learning, teaching
and lecturing.
The Internet enables students and teachers, and students in groups, to collaborate and interact
through chat rooms and groups based technologies. These technologies provide real-time
interaction, the exchange of information, teaching content and materials, messaging facilities,
and transmission of various material formats among students and teachers located in remote
geographical locations. As with emailing, this feature enables students to do more than what
they may have been able to do in a standard classroom setting (Harris, 1999).
2.3.4

Internet use in higher education

The introduction and development of Internet-based learning and teaching tools and
platforms has become increasingly important and a key success factor in higher education
industries, including the Saudi education market, and the enthusiasm of educational
institutions to harness these new developments has facilitated the emergence of new
educational approaches (Vogel and Klassen, 2001). The integration and implementation of
relevant technologies within higher education has received significant attention by high
profile educational institutions and has been investigated by many researchers (Carswell,
2000; Drennanand Kennedy, 2005; Henry P 2001; Uys 2007). As well as removing the
restrictions of time and place, educators are now able to integrate varied media, such as
audio, video and multimedia, into students’ learning experiences. Through the application of
these developments, higher educational institutions have sought for their online educational
systems to be analogous to and to exceed traditional education (Aboud, 2005). Policymakers
and the public often pose questions concerning the effectiveness and cost of technology in
education, implying that technology is, in itself, an educational activity. In fact, as in
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business, technology in education is a tool; a means to an end with endless specific
implementation possibilities (Glennan and Melmed, 1996).
The expansion of options for the delivery of education has required changes to both teachers’
teaching and student learning strategies (Bear, 1998; Torrisiand Davis, 2000), and facilitated
research into how technologies can best be utilized for the improvement of pedagogy. There
are many positive outcomes of using technology in education:


Support and extend students’ ability to understand ideas, concepts and processes
(Castellani 2000; Jonassen et al., 1999) by delivering learning curriculum through a
wide range of formats (for example, graphics, audio, graphs and video) to suit varied
learning contexts and learning styles (Orkwis and McLane 1998);



Accelerate skills and knowledge acquisition (Chen, 1993);



Ability to set real-life tasks that challenge students’ cognitive abilities;



Deliver ‘better, faster, cheaper’ versions of existing courses and curricula (Bear,
1998; Roffe 2002; Teng and Taveras, 2005; Young 2002);



Transform from faculty-centered instruction into student-centered learning (Bear,
1998; Teng and Taveras, 2005);



Provide open and remote access to rich and relevant educational materials for
students and teachers (Bates, 1995);



Students can attend classes remotely via the Internet, with teachers and students
located in various places across the globe, without incurring any additional costs
except for an Internet connection (Leu and Lue, 1997; Wulf, 1996); and



Student learning can occur outside the confines of scheduled classes (Williams,
1995).

Some studies have identified challenges related to the use of technology in education:


Technology does not always cater for diverse student learning styles (McNaught,
2001);
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Learning driven by technology is not effective (Greening, 1998); and



The vast amount of information found on the Internet can make learning
complicated and time consuming for learners searching for specific information
(Windschitl, 1998).

2.3.5

United States of America

Integration of the Internet into teaching, learning and research within higher education was
largely pioneered in the United States of America (USA). The majority of studies about its
effectiveness have therefore been conducted within USA institutions.
Bradshaw (2000) investigated the purpose of Internet usage and the skills of faculty members
at a number of colleges and universities in the southern USA. Respondents had positive
perceptions about using the Internet in their research, and results indicated that the
accessibility of free, high quality research information available on the Internet was likely to
increase in the future.
The level of Internet use by faculty members in four northern Virginian universities was
investigated by Alshawi (2002), who aimed to describe, investigate and understand Internet
use for educational activities by faculty members, in addition to identifying the major factors
that influenced their adoption of the Internet. The findings showed that the main purposes for
using the Internet were communication, research and teaching respectively. The strongest
predictor of faculty member Internet use was computer skills. In studying the relationship
between Internet usage and other factors, the study revealed that gender, available university
resources and academic discipline were not related to the level of Internet use, however a
negative relationship between Internet use and age was identified.
Similarly, the factors affecting adoption of the Internet by faculty members at Washington
State University were examined in Busselle et al.’s (1999) study. This study concluded that
gender and age were significant predictors of Internet use, owning technology was a predictor
of frequent Internet use, and those participants who perceived the Internet as less complex
and identified more advantages to its use were heavier Internet users.
Jones and Johnson-Yale (2005) explored the Internet's influence on teaching and research, its
impact on the interaction between faculty members and teachers, faculty members’
perceptions of students’ use of the Internet, and the use of particular Internet applications.
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The study concluded that the Internet helped faculty members overcome some of the
traditional barriers in teaching and research, and that the Internet was likely to be used as a
supplementary tool rather than a substitute for traditional teaching mediums. Due to a lack of
training as well as insufficient technical support, participants lacked the skills required to
master new technologies. The broad areas of infrastructure, professional development,
teaching and research in regard to Internet use still need to be addressed by higher education
institutions.
2.3.6

Developing countries

One important element of integrating the Internet into education is its use by educators
outside their work environment. In developing countries specifically, the use of information
technology may be hindered by a variety of factors, which would likewise affect attempts to
integrate technology into education. The extent to which the Omani Sultan Qaboos
University faculty members use the Internet for instructional purposes was examined by
Abdelraheem and Almusawi (2003), who concluded that there were differences in the use of
the Internet in terms of affiliation in favour of science faculty members, experience in favour
of faculty members who had 5 to 9 years of experience, and academic rank in favour of
assistant professors. Downloading ready-made instructional materials, accessing reference
materials, obtaining self-learning materials, communicating with others by email, developing
students’ skills in searching for information, and enriching textbooks were the recurrent uses
of the Internet reported. This study identified both an upper and lower limit in terms of the
ages of faculty members who utilize modern technology. People who are younger than this
age range can be considered as having limited experience in the professional world, while
those who are beyond the age range are educators who may no longer have the capacity or
the interest to learn about relevant technologies.
In another study, the impact of the Internet in finding up-to-date information by faculty
members in three major universities in Ghana was examined (Adika, 2003). The study
investigated issues related to the adoption of the Internet among faculty members such as the
frequency of use and the motivation to access the Internet. Internet use in Ghana was still
very low among faculty members due to the lack of access to the Internet and, where the
Internet was available, the high cost of connectivity compared to developed countries. At the
University of Benin, Nigeria, faculty members’ use of the Internet for instructional purposes
was investigated (Aduwa-Ogiegbean and Isha, 2005). Results showed that the most recurrent
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use of the Internet was related to seeking promotion and that there was no difference in the
use of the Internet between men and women.
Faculty members of the University of Rajshahi, Bangladesh identified emailing, browsing,
downloading, using newsgroups, and recreation as the five key activities to achieve the goal
of the study (NasirUddin, 2003). The lack of Internet popularity generally among faculty
members was largely related to the high cost of access. One of the significant predictors of
the level of Internet use and the priority of information needs was academic rank, as well as
some difficulties and barriers which produced hesitance using the Internet, such as having
insufficient speed to browse and download information. This identifies another challenge
with Internet integration. It is not only the willingness of faculty members to fully migrate
into a digital world that is important, but also the capacity of their institutions to do so. While
technologies are becoming less expensive every year, it is still a struggle for some of the
poorest nations in the world to acquire the necessary hardware to provide adequate
connectivity.
2.3.7

Internet use in second language learning

Language teaching is one field that shows the impact of the Internet on education in general.
Pedagogically, the Internet caused some changes in education – the expansion of the scope of
teaching materials, a shift in the teaching paradigm from teacher-centered to studentcentered, an increase in communication channels, and greater autonomy in learning.
Authentic cultural interactions, the involvement of more learning strategies, and the
productivity of students’ language performance were also increased as a result of learning
language with the support of the Internet (Green and Oxford, 1995; Kongrith and Maddux,
2005; Osuna and Meskill, 1998; Watson, 1999; Yehand Lo, 2005).
In particular, the use of multimedia content has been discussed in the area of language
learning, with a focus on English vocabulary acquisition (Chun and Plass 1996). It is clear
that Internet tools have facilitated techniques to enable language learning through new
educational and pedagogical means. Ganderton (1999) studied the use of interactivity in
second language learning and showed that a good level of interactivity and attractiveness can
be effective for language acquisition. The use of Internet-based interactive utilities can reduce
the barriers to the learning and teaching processes, and empower the comprehension of
students, particularly for students with special needs (Castellani 2000).
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2.3.8

Relevance to this study

The studies discussed above have been concerned with the use of the Internet in higher
education to date, including the differences between countries. As shown from these studies,
online tools have long been considered to have practical uses in the field of education.
Moreover, it was shown that the use of such technologies have are also already being applied
to the context of second language learning. However, the actual areas of utility of different
tools have not yet been explicitly defined in literature. That is, there is still much more that is
unknown regarding the nature of internet applications as applied to different contexts of
delivering instruction in formal education. As such, it is important to conduct more research
in the exploration of the application of different internet tools to different educational
scenarios. There remains to be many gaps in this area, and this study particularly explores
some of those gaps. That is, this study extends what has already been found by determining
whether or not certain internet tools are also applicable in improving the learning outcomes of
students who are engaged in learning Arabic as a second language.

2.4

Theories of and approaches to teaching and learning

There are numerous theories and approaches concerned with teaching and learning that relate
to the current research. The key theories and approaches are described below. Following
these descriptions, the relevance of each of these theories in second language learning and the
use of technology are considered. It is important for this study to determine which theories
are most applicable in the context of comparing blended and traditional methods in learning
Arabic as a second language.
2.4.1

Learner-centered approach

The pedagogical approach of learner-centeredness has received particular attention in recent
years, and is a key component of effective online learning. A learner-centered approach,
according to Hedge (2000), has four central characteristics:


Learners’ participation in the whole process of designing the course content and
selecting learning procedures;



Learners’ participation in the design of language activities;



Learners taking responsibility to a large degree for their own learning; and



Learners’ enhanced autonomy.
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Johnson and Johnson (1989) notes that the focus upon the learner results in a bottom-up
program developed through collaboration between teachers and learners rather than the topdown or specialist approach. This means that both students and teachers are expected to
collaboratively make decisions concerning assessment and evaluation (Nuan, 1988;
Nunan,1995 ;Tudor, 1992).
Some writers argue that the practical implementation of a learner-centered approach may be
problematic. The preparedness of learners to assume active roles in the overall development
of a teaching and learning program has been questioned (Wenden, 1986), as well as the role
of the learner in program evaluation (Le Blanc and Painchuad, 1985; Lynch, 1988).
Therefore, students’ motivation, maturity, level of education, prior language learning
experience, aptitude, intelligence, self-reliance, linguistic readiness, and cultural expectations
of the roles of teacher and learners are factors that should be taken into consideration by
teachers who plan to adopt this approach (Tudor, 1992).
Teacher-centered and learner-centered classrooms differ from each other. As Hammond
(1990) says, in teacher-centered classroom, the teacher dominates the teaching and learning
process, imparting knowledge to students who take receptive roles. In the learner-centered
classroom, however, the students play active roles in the learning process by participating in
deciding on the content and methods of learning, de-emphasizing the role of the teacher.
Since using one approach separately is not fruitful, Hammond suggests a third possibility for
a teaching program; a teacher-directed and learner-centered program where control shifts
between teacher and students. In this type of teaching program, the teacher provides a kind of
scaffolding for students to guide them towards greater mastery of language and greater
control of their own learning process.
2.4.2

Connectivism Theory

One of the major communication and interaction theories for exploring the opportunities of
Internet integration and implementation within other disciplines, particularly education, is
Connectivism Theory (Anderson, 2008; Siemens, 2004). Connectivism is based on the
integration of communication and interaction principles derived through four theories: chaos,
network, complexity and self-organization theories. Connectivism Theory is based on the
assumption that knowledge is not a human production but a human discovery; its origins are
in the world as opposed to in the mind, and accessing knowledge means connecting with the
world. As such, Connectivists disagree with the traditional method of teaching in which the
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teacher imparts knowledge that he or she learned upon students. Instead, Connectivists
consider that students learn best when they experience the world and discover the knowledge
that exists in it. With the advent of the Internet, the exploration of the world and access to its
knowledge has been greatly simplified. Given this, it is critical for the educational
community to highlight the importance of technology in the teaching and learning processes,
where students individually learn and work in a networked environment using different tools,
such as the Internet. Students’ use of such technologies can improve their learning
capabilities and the quality of the outcomes that ultimately arise.
2.4.3

Dual-Coding Theory

Another theory related to the representation and learning of information and content within
the Internet environment is Dual-Coding Theory (Anderson, 2008; Paivio, 1986). This theory
argues that information received in certain modes (such as audio-lingual, graphical and
visual) can be processed more easily than information presented only in text format, because
each medium that conveys information to the mind does so by way of a code, similar to the
way a computer interprets the data fed to it into information. The mind, however, is able to
receive information from a number of input devices, such as the eyes for seeing and the ears
for hearing. While these are separate, the data received from them and conveyed to the mind
can reinforce or degrade the intended message.
2.4.4

Transformation Theory

Transformation Theory is concerned with how people learn. This theory suggests that the
process of learning is the use of a prior interpretation to construct a new or revised
interpretation of the meaning of an individual’s experiences, and to apply this updated
interpretation to this future (Anderson, 2008; Mezirow, 1991). Access to the Internet through
a variety of devices, from computers to smart phones, implies that students of the present are
exposed to an immense volume of content, which either conforms to or conflicts with the
knowledge that they gain in formal classroom settings. As such, depending on how students
use the Internet, it can serve as a strong reinforcement of knowledge gained in the classroom,
or a means to verify and dispute such knowledge.
2.4.5

Cognitive Theory

Cognitive Theory focuses on the achievement of high learning performance and outcomes
(Anderson, 2008; Craik, and Lockhart, 1972). Situated within the area of cognitive
psychology theory, this theory claims that the process of learning involves the use of
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numerous elements, particularly memory, motivation, and thinking. In contrast to
Connectivism, Cognitivism theorists consider the human mind as the ultimate processor of
data into information, and thereby the generator of knowledge. While the world may contain
the data that humans need to be able to draw out, it is the human mind itself that turns that
data into meaningful information. Cognitive science deals with everything from determining
the underlying human rationale that leads a person to making a specific decision, to studying
neural networks to determine why a certain individual chooses one option as opposed to
another seemingly equally valuable option. The Internet, being a network of data and
information, is of great interest to Cognitive theorists. By considering the Internet as an
element of the learning process, it can clearly be verified that the Internet is an important
element of the education system.
2.4.6

Cognitive Theory of Learning

The Cognitive Theory of Learning, developed from Cognitive Theory, is based on the
premise that individuals are actively involved in, and have control of, their learning process
(Davison, 2011). Individuals link new information to existing information in their brain, and
organise it in a logical manner. To support this learning, teachers must present organised
lessons that are appropriate to the students. Students are responsible for engaging in the
learning process. Online learning is ideal for education designed around the Cognitive Theory
of Learning, because it enables students to bear greater responsibility within the educational
process than traditional learning does, through exploration, expression and experiment.
Within this structure, the student becomes educated instead of being a receiver, and the
teacher becomes a director, instead of being an expert.
2.4.7

Cognitive Theory of Multimedia Learning

Dual-Coding Theory and Cognitive Theory together form the foundations of the Cognitive
Theory of Multimedia Learning. The Cognitive Theory of Multimedia Learning is one of the
main concepts upon which this study was based. It is known that the Internet enables
educational materials to be provided in different formats to achieve better outcomes from
learning and teaching processes. The Cognitive Theory of Multimedia Learning considers the
effect on human cognition of using more than one media in conveying instructional content
(Mayer and Moreno, 1998). Over the last few decades, it has been one of the most explored
theories in relation to computer-aided learning (Kartal, 2010; Kulasekara et al., 2011;Phan,
2011). The theory operates on a number of principles, which are discussed below.
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2.4.7.1

Modality principle

According to the theory, independent media subcomponents work in parallel to help learners
commit content to memory (Baddeley and Hitch, 1974). For example, when a visual prop is
used by a teacher in addition to speech, the outcome is that the auditory medium and the
visual medium work independently to deliver the teacher’s message. Information coming
from two media appeal to two different senses of the students, and since the two messages
carry the same meaning, they do not cause interference but rather strengthen the student’s
memory of the lesson (Baddeley and Hitch, 1974).
Considerable evidence has been found to support this theory. Students who are provided with
multimodal instruction (visual and auditory stimuli) are able to learn better than students who
are provided with content only through one medium (Mayer, 2001;Moreno and Mayer, 1999;
Paivio, 1971). Mayer (2001) and Muller et al. (2008) also found that students who were
exposed to multimedia settings are more able to apply their learning to practical situations
than those who were exposed only to one medium. These early studies established the need to
use both visual and auditory stimuli in the classroom to maximise learning. Mayer (2001)
theorised that by using multiple media, the cognitive load of the instruction is spread rather
than concentrated, making it easier for students to comprehend.
2.4.7.2

Redundancy principle

Redundancy occurs when there is more than one material used simultaneously with the same
communication medium (Mayer, 2001). When different stimuli are used concurrently through
the same medium, the effect of improved learning is not achieved (Mayer, 2001; Moreno and
Mayer, 1999; Paivio, 1971). That is, if an animation and a text handout explaining the
animation are used to convey information, the fact that both learning materials are a visual
medium makes them interfere with one another, preventing the student from receiving a
compound benefit from the two materials. If the same verbal information is communicated
using different media, redundancy also occurs (Mayer, 2001; Moreno and Mayer, 1999). That
is, suppose that narration was accompanied with animation and narrative text, the students
would not be able to concentrate on the animation, and would have to split their attention
between the animation and the narrative text, which adds no value to the narration and
thereby limits the ability of the students to tap into multi-modal learning. In a classroom, it is
optimal to eliminate redundancy, as it not only adds more effort on the part of the teacher, it
also decreases the learning output.
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2.4.7.3

Spatial contiguity principle

This principle considers that students can gain more from learning material when the
corresponding textual content is integrated rather than separated from the visual content to
which it corresponds (Moreno and Mayer, 1999). For example, text corresponding to parts of
a diagram should be placed near the parts that they correspond to, rather than listed at the
bottom. A number of studies were found to support this principle (Chandler and Sweller,
1992; Tarmizi and Sweller, 1988; Ward and Sweller, 1990).
2.4.7.4

Temporal contiguity principle

This principle considers that to maximise the benefit from multi-modal instruction, students
should be exposed to the different media simultaneously as opposed to successively (Moreno
and Mayer, 1999). This is the keystone for the development of multimedia learning
technology. Technically, teachers can present learning content to students through a variety
of media without needing to use technology, if the point is to simply show students different
expressions of the same content. However, there is a synergistic value to exposing students to
different media at the same time, which is absent when they are exposed to the media one
after the other (Moreno and Mayer, 1999). As such, it is imperative for technology to be
developed that can undertake this task.
2.4.7.5

Coherence principle

According to Moreno and Mayer (2000), the coherence principle states that in order to
learning in the classroom through multimedia delivery to be most effective, all extraneous
stimuli (that is, material that has no direct relationship with the content) should be removed.
For example, ambient noises and unnecessary scribbling on the board may distract learners
from the multimedia content. This principle has been cited by studies that have sought to
disprove notions that background music improved learning productivity (Chou, 2010;
Furnham and Stephenson, 2007). However, other studies that have affirmed the value of
background music and have provided explanations that are in line with the principle.
According to White (2007) and Richards et al. (2008), background music is of value when its
mood somehow relates to the content that is being delivered or the lesson that is being taught.
In this sense, background music is not treated as extraneous stimuli, since it has some
relationship with the instructional content, and so is able to improve learning outcomes.
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2.4.7.6

Individual differences principle

Different combinations of multimedia, with emphasis on different media, can have varying
effects on different students (Moreno and Mayer, 1999). In this principle, Moreno and Mayer
(1999) affirm the theory of multiple intelligences forwarded by other researchers, most
notably Gardner (1998).
2.4.8

Connectionism Theory

Connectionism is a theory of learning that originated from the experiments of Edward
Thorndike, a behaviourist who studied animal intelligence (Hergenhahn, 2009). Thorndike’s
experiment involved a puzzle box that he constructed in order to find out under what
conditions animals learned. The puzzle box was actually a maze where a small animal could
be placed (Dewey, 2007). The box had an exit that can be opened by pushing a button at one
end of the box. Thorndike placed a cat in the box and observed how long it took the cat to be
able to get out. Cats that were placed in the box for the first time wandered about it helplessly
until they accidentally pushed the button that would set them free (Dewey, 2007). Thorndike
observed that the more times a cat was able to get out of the box, the faster it was able to do
so again the next time. Thus, there was learning that occurred through trial and error (Dewey,
2007). The cat randomly tried different means to get out of the box until one of the methods
worked. Once it did, the cat was able to commit some of the knowledge to memory, so that
the next time it was placed in the box, it would be able to escape faster upon recollection of
the previous time that it was there (Dewey, 2007). When Thorndike allowed a cat to view
other cats escaping before putting the cat in the box, Thorndike found that there was no
improvement in the rate at which the cat was able to learn to escape (Dewey, 2007). This
observation completed Thorndike’s perspective of Connectionism Theory. The failure of the
cat to learn from observing other cats implied that learning fundamentally occurred not
through instruction but through action (Kentridge, 2005). Further studies using other animals
showed Thorndike that every animal learned in a similar way, and varied only in terms of the
rate at which they were able to escape (Kentridge, 2005). That is, some animals were faster
learners than others, but the steps taken to learn – the Connectionist perspective of trial and
error – was a constant.
2.4.8.1

Principles of Connectionism

The central principle of Connectionism is that any outward, conscious behaviour of an
individual can be traced from the concerted activity of units in a system of networks (for
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example, the human nervous system) (Marcus, 2001). Any overt decision made by an
individual comes from covert activity in this system. When faced with a situation, the human
nervous system acts to place the situation. This placement is followed by a series of
connective responses that depend on the current information known by the system. A
complex decision is arrived at after considering all of the connections, which comprise a
large amount of learning that the individual had undertaken. The speed of this process
sometimes appears instantaneous since the brain’s processing power is theoretically higher
than that of any computer (Marcus, 2001).
2.4.8.2

Connectionist learning

Connectionist learning states that changes are made with the input of new data processed by
the network, and this perspective reveals a number of implications (Marcus, 2001). Learning
is incremental – as more input is experienced by a network, it is able to adapt more accurately
to the situation and provide better responses. Learning is also automatic – it is an inevitable
outcome of the input of data into the network. As soon as data enters a system, the system has
no other recourse but to process it and integrate it with what is already known. This is used
by Connectionists to explain why infants do not need instruction to walk, and is the same
argument used by theorists who support the idea of letting students learn on their own, with
very minimal if not completely absent verbal instruction. The actual response generated by a
network depends not only on the collection of information present but on the order in which
the information was processed. Typically, more recent information tends to be utilized more
than less recent information. Learned responses are transferable to parallel situations, so the
network is able to recognise situations that are distinct but parallel to ones that it has already
encountered, and choose actions that were successful in the previous situation with the
expectation that they would be just as successful in the new situation. The greater the
similarity between the two situations, the more likely it is that the network will choose the
same strategy in acting to respond. The ability of networks to absorb, process, and generate
decisions from data is dependent on its readiness, which can be affected by internal and
external factors. For example, a student who is sleepy from not having enough rest the
previous night would not be ready to absorb new data for processing, and so would be at a
disadvantage in attempting to learn. Finally, the complexity of learning content also affects
the length of time that it would take for the system to learn it.
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2.4.9

Theory selection

Having expounded on different theories of learning, this review proceeds to a critical
examination of the extent to which each of the theories can be applied to the context of the
present study. This entails two levels, which consider the extent of studies in the use of
computer technologies that applied each of the theories, and the extent of studies in second
language learning that applied each of the theories.
2.4.9.1

Application the use of computer resources in education

Among the different theories, the theory that was found to be highly applicable to the context
of using computer technology to enhance learning outcomes and improve learner attitudes
was the Cognitive Theory of Multimedia Learning.
Current research on multimedia education has drawn considerably from the Cognitive Theory
of Multimedia Learning. Phan (2011) considered which elements of multimedia learning
affected the level of active participation and affective learning in formal classroom settings.
In the study, different problems concerning online learning were traced back to the theory.
Specifically, Phan (2011) considered the relevance of the Cognitive Theory of Multimedia
Learning on multimedia presentations, and found that its principles can be applied to
weaknesses in the design of multimedia content. Distracting elements of many online
learning platforms are likely to increase cognitive load and prevent learners from benefiting
optimally from the learning experience. Phan (2011) discussed how different principles of the
theory, most frequently the Spatial Contiguity and Coherence Principles, were violated in
many of the current online learning systems designs. Phan (2011) also considered strategies
of visualisation related to the theory. Using static visual representations such as pictures or
slides adhered more towards the Coherence Principle since it minimised noise generated by
animated or dynamic representations, but the latter had the potential of tapping into students’
tactile perception, particularly through the use of such technological implements as
interactive whiteboards. The importance of the cognitive multimedia environment was
explored by developing a conceptual model for online learning. However, the contribution of
Phan (2011) did not include testing the developed model, which was left for future studies to
conduct. Nonetheless, Phan (2011) provided a strong, conceptual basis for a modern
exploration of the Cognitive Theory of Multimedia Learning in the context of the prevalence
of current online learning outfits. This research is also relevant to any study concerned with
blended learning.
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Lai et al. (2011) conducted a study to determine whether integrating annotations into
PowerPoint presentations could improve learning outcomes. This study was drawn from the
Cognitive Theory of Multimedia Learning, in that the annotations were considered as textual
information that complemented the visual information in the presentation. Two learning
materials were prepared: a PowerPoint presentation on a given topic, and a supportive
presentation of annotations for each slide (Lai et al., 2011). The annotations sought to provide
additional input on the content already provided in the presentation. The presentation, along
with the annotations, was presented to 170 students aged between 18 and 21. After the
presentation, a survey was conducted to determine the value of the annotations in the
presentation. Based on the outcomes of the study, students found that the annotations added
value to the lesson delivery. The students in the experimental group reported higher levels of
understanding than those in a control group that were just presented with the PowerPoint
presentation, without the annotations. However, it should be considered that a weakness of
this study is that no actual summative assessments were conducted to determine if the
students in the experimental group were actually able to learn more than the students from the
control group. That is, assessment was based solely on the subjective perspective of the
students. In addition to this, the structure of the multimedia lesson developed by Lai et al.
(2011), while presumed to have been designed to align with the Cognitive Theory of
Multimedia Learning, seemed to have violated the principles of spatial contiguity. This is
because the added information that related to specific elements of the slide was placed in a
different projector, instead of being integrated into the presentation. A fundamental element
of the design of Lai et al. (2011) was two separate projectors or channels; a number of other
studies recommend that it is best to use only one channel for communication (Chandler and
Sweller, 1992; Moreno and Mayer, 1999; Tarmizi and Sweller, 1988; Ward and Sweller,
1990). Based on existing research, it would have been more beneficial to integrate the
annotations with the slides, appearing as the teacher pointed out the element to which they
pertained.
Kulasekara et al. (2011) conducted a study to determine learner perceptions of multimedia
instructional design for learning abstract concepts in a distance learning setting. The
multimedia design hoped to tackle the problem of explaining abstract, scientific concepts to
students at a distance by making use of animated and interactive elements in addition to basic
textual and visual inputs. According to the developers, the design of the system was based on
Gagne’s nine events of instructions and Mayer’s Cognitive Theory of Multimedia Learning
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(Kulasekara et al., 2011). Students who were enrolled in the course were provided with
access to the system and at the end of their course they were asked to complete a survey on
their experience using the system in relation to their learned understanding of abstract
concepts in their field. Based on the outcomes of the survey, students who made use of the
system affirmed a number of positive features of the design that provided critical support to
them in learning abstract concepts. Specifically, students considered that the addition of
animated elements in the design helped them visualise the meaning of abstract principles,
which improved their ability to retain and apply such information. As with Lai et al. (2011),
the problem of Kulasekara et al. (2011) is in the extent to which the perceptions of the
students can be confirmed. Kulasekara et al. (2011) defended the paradigm on the basis that
students are considered to be the best judge of their learning. However this position does not
adhere to the positivist paradigm upon which educational research also heavily relies (Jensen,
2008; Swann and Pratt, 2004), a perspective that this current study adheres to considerably
though not completely. Nonetheless, Kulasekara et al. (2011) add value to the argument that
the inclusion of several media in presenting learning content is more favourable that the use
of traditional, one-medium approaches.
Kartal (2010) sought to test the different principles of the Cognitive Theory of Multimedia
Learning in a context that conforms to the personalisation principle. This principle
independently held that learning was more evident when the language used in the delivery of
content is informal and conversational. In order to test the principles, 89 college students
were provided with online learning content in one of three styles. One style was personalised
and informal, another was personalised but formal, and the third was both impersonal and
informal. Materials provided to the students included text, visual and animation. After
undertaking the multimedia instruction, students were assessed on the extent to which they
were able to recall the content imparted and apply the content in practical situations. Students
were also asked to rate the method of delivery they received, as well as the difficulty of the
lesson that they were given and the relevance of the material with respect to the assessment
provided. Based on the outcomes of the study, each of the predicted outcomes based on the
Cognitive Theory of Multimedia Learning was detected in each of the three settings. For
example, it was found that regardless of the group to which each student was allocated, the
fact that the instruction was provided simultaneously using multiple media appealed equally
to the students. Each of the principles was confirmed under every situation, which implied
that the extent to which a design utilizes informal, conversational language does not affect the
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integrity of the different Cognitive Theory of Multimedia Learning principles. This is
relevant to this study, as it implies that there is no need for the design to consider the style of
language used in developing blended learning content. What was important was using the
appropriate mix of multimedia design elements, and that these elements adhered to the
principles of multimedia learning. The level of formality or informality of the presentation
did not provide any added value.
2.4.9.2

Application of theories to the second language learning

In terms of applicability of the theories to second language learning, two among the theories
that were examined were found to be considerably popular in extant literature, these were the
Cognitive Theory of Multimedia Learning and the Connectionist Theory.
Under the Cognitive Theory of Multimedia Learning, second language learning was studied
by Tsai (2010), which sought to develop and integrate computer courseware for oral
presentations in an English for Specific Purposes class. This study tackled the problem of
English language deficiencies suffered by students studying in English-speaking
environments. Set in Taiwan, Tsai (2010) discussed how the proliferation of Chinese
language technology in the country has generally made it difficult for students to utilize the
English language in their daily activities. In order to address this problem, Tsai (2010)
developed self-study courseware to augment English for Specific Purposes learning. Using
Mayer’s Cognitive Theory of Multimedia Learning, Tsai (2010) designed the courseware to
provide situational materials drawn from realistic situations, and delivered using a logical
layout through a friendly, app-like interface. In addition to content, the design enabled users
to participate in a wide variety of activities in order to improve their proficiency, including
online self-evaluations and discussion boards where students could engage one another in the
cognitive processing of their learning progress. Tsai (2010) utilized two methods of testing
the design. First were pre-tests and post-tests, which were administered to volunteers who
were provided with access to the courseware. Second were survey questionnaires that
determined the usability of the courseware for the students. After six weeks of utilising the
courseware, regardless of their initial English language proficiency, students experienced
significant improvement. This was also reflected in students’ perceptions as reported in their
survey questionnaire responses. While this study presents strong evidence on the utility of the
courseware in learning a second language, one flaw of the design is that it lacked a control
group. All of the students who participated in the study were provided access to the
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courseware. As such, no comparison was made between the learning outcomes of people who
used the courseware and those who did not. Tsai (2010) acknowledged this weakness and
recommended that future studies consider this element in conducting parallel research. In
terms of the usability of the courseware, students were generally satisfied with the interface
and service delivery. According to Tsai (2010), this component is essential to any research
that seeks to determine the effectiveness of a multimedia instructional design, because
problems encountered by learners with the design would leak undetected to their performance
without proper measurement.
Another experimental study was conducted by Cottam (2010) to investigate the effects of
annotations included in Spanish as a second language classes. The utilization of annotations
in Cottam (2010) was different from their usage in Lai et al. (2011). In Cottam (2010),
annotations were meant to be visual and textual input, to match with narrated content. The
purpose of the study was to examine whether the addition of such annotations would affect
the development of listening comprehension and vocabulary acquisition skills of students.
The population of 95 students who were taking a college-level subject in Spanish for nonnative speakers were randomly assigned to one of four different groups that were provided
with online learning content. For one group, only verbal narrative of the content was
available. For the second, textual and visual annotations were provided. For the third and
fourth, one of the annotations (textual or visual) was provided but not the other. Several key
words were emphasised in the content. Afterwards, all of the students were asked to take the
same comprehension and vocabulary assessment tests. In addition to this, they were also
asked to complete surveys to determine their perception of the provided courseware. Based
on the outcomes, the scores of the students who were provided with textual annotations in
their courseware were found to be significantly higher than those who did not have such
annotations in their experience courseware (p<0.05). In addition to this, the study found that
the overall experience of students who were provided with visual annotations was statistically
more positive than those who were not provided with visual annotations (p<0.05). On the
other hand, vocabulary scores of the students across all four groups did not differ. This study
was able to establish some inherent values of multimedia courseware. However, one flaw of
the study is the lack of a pre-test. Without conducting a pre-test, there is no way to determine
whether the students who happened to have ended up in the groups that were provided with
textual annotations were already better in Spanish listening comprehension (for example)
than those in the other groups. This consideration is acknowledged by the researchers, and

46

was included in the development of an appropriate methodological design for the current
study. In addition to the quantitative aspects, qualitative analysis also showed that students
generally felt positively towards vocabulary annotations, although the annotations themselves
did not seem to have an effect on the students’ effectiveness in incorporating the vocabulary
words into their own. Providing annotations in blended learning activities was considered to
be a potentially positive addition to the construction of the learning intervention developed in
this study. Cottam (2010) also considered that a weakness in its design was the exclusion of
the motivation variable, which may have affected the outcomes. As such, motivation should
be considered as an important potential extraneous variable that should be measured in the
study.
In contrast to the study conducted by Cottam (2010), Hayes (2010) conducted a qualitative
study that investigated the attitudes of English as a foreign language (EFL) learners in China
in relation to video-aided instruction, video-recorded instruction, and instruction through
mobile phone technologies. Using the case study approach and viewing the phenomenon
under the lens of Mayer’s Cognitive Theory of Multimedia Learning, Hayes (2010) sought to
determine the attitudes of students concerning the use of the identified technologies in EFL
instruction, given the Chinese culture of such students. There were 19 students selected to
participate in the study. These students were interviewed one at a time, and were asked
general opinion-based questions about the use of different multimedia technologies in EFL
instruction. Depending on initial responses, the interviewer probed deeper into the
perceptions of each student in order to establish a picture of the overall perspective of
Chinese students towards multimedia use in second language learning. These perceptions
were analyzed using thematic coding, along with the interviewer’s journal inputs and
observations of the students during class. Based on the analysis conducted, it was determined
that the students were generally participative in video-aided instruction, which involves the
teacher showing students video content that is relevant to the subject matter in addition to
discussing the subject matter. According to the students, video-aided instruction was very
useful because it enabled them to see how words were actually used in typical situations
involving native speakers. Many of the students explained that seeing videos allowed them to
distinguish between correct and incorrect usage based on context rather than simply based on
prescriptive rules provided in their formal lesson content. Some of the students also discussed
that video-aided instructions helped them consider other elements of conversation that would
not have been present in traditional learning, such as facial expression and eye contact. With
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regard to video-recorded instruction, in which the teacher simply prepares instruction via
recording and lets students view it, students generally held negative perspectives. Many
expressed that such a method was not open to interaction, and that they preferred some form
of instant feedback from the teacher to address any immediate questions for such a system to
work. These findings show that while multimedia instruction can potentially augment
learning, it is still necessary for there to be a teacher in control of the setting and able to shift
the activities according to the needs of the students. Students were found to have mixed
perceptions about instruction through mobile technology. Specifically, students who have had
experience in instruction through mobile technology, in which the teacher constructed a
means for the students in the class to independently engage one another in conversation
around a given lesson context, found the strategy rewarding. Such activities enabled the
students to practice the content that they learned within real-life contexts, and so they
believed that such activities were very useful.
Connectionist theory was also found to be very visible in literature that dealt with second
language learning. Waring (2001) wrote extensively on the application of Connectionism in
language learning. To illustrate, Waring (2001) presented the word “see” in a network model
and analyzed how a student might learn it. First, Waring (2001) discussed that the
representation of the network for learning any specific content cannot be completed because
of the sheer complexity of elements involved. However, information can be gathered from
the student in order to reconstruct a working network that can show where learning concerns
may be present. In the example given, it was shown that while the student had strong
knowledge of the meaning of the word “see,” the student was less certain of his technical
knowledge in the use of the word, such as how the word should be spelt in past tense.
Second, Waring (2001) considered that the presented network does not show all of the
possible nodes that may be considered in relation to the subject of the content, such as its
idiomatic use. From the neural network of that one word, the application of Connectionism
reveals that there are infinite ways that a student may come to recognise the word, and
innumerable ways still that the student can use knowledge about the world to learn more
about other words. The diagram of the network that was provided by Waring (2001) was only
a small portion of a limitless collection of nodes and links that represent the innumerable
facets of vocabulary development.
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However, Waring (2001) discussed that the use of Connectionism in seeking to understand
language learning brings about a number of insights. First, such models are able to
demonstrate associative learning. That is, the network shows how one student may
understand a word, and how this understanding allows the student to use the word in
understanding other words. Based on the given example, if a student is able to grasp the
meaning of the word “see” as to observe with one’s eye, then the student would be able to
associate the word with other words related in some manner to “see,” such as “colourful”,
“blind” or “invisible”. While the other words are more complex than the word “see”, they
become easier to grasp when the student has included the word “see” in his vocabulary and is
able to apply its meaning. Waring (2001) also discussed that the model enables teachers to
account for partial knowledge; that is, incorrect storage of lexical knowledge that may be
borne from the meaningful but flawed application of existing knowledge. Drawing upon the
given example, suppose that the student also has within his network a basic understanding of
rules involving the past tenses of verbs, then he would be aware that a “d” or an “ed” is
usually added to a verb to transform it to its past tense. However, if the student has
knowledge of the word “seed” then this knowledge would come into conflict with the
student’s knowledge of past tense, and prompt him to seek out a more appropriate way of
representing the past tense of “see.” Of course, if the student did not have any other
knowledge aside from that of the basic rules for past tenses, then it would be likely that he
would use “seed” as the past tense of “see.” In such a case, it would be fairly simple for a
teacher to trace back the error to the application of specific incomplete knowledge.
Waring (2001) also discussed that the model is able to draw links not just within a student’s
first language, but from a student’s first language to their second language. Incremental
learning (which is one of the principles of Connectionism) implies that once a student is able
to learn a word in his first language, he would be able to transfer the meaning of that word to
its equivalent in a second language. Another idea that can be drawn from the model is that the
access of information from it is bi-directional (Waring, 2001). That is, once a student is able
to integrate the meaning of a word in his network, he would be able to give the definition of
the word when asked, or identify the word given its definition. The model assumes that the
student would be capable of both of these activities once the word is integrated, rather than
just one of them. This works not just with vocabulary but with word use as well. For
example, a student who is aware that “ist” is commonly placed at the end of a word to imply
what a person does would not just be able to add the suffix accordingly, but recognise when it
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was added. That is, he can inform a friend that a person who was passing by was a cyclist and
he can also tell what a person does for a living if a person tells him that she’s a hairstylist.
Waring (2001) also explained that the model is able to reveal the wide diversity of existing
networks in language learning. Two students with different first languages may have very
different networks that would expand differently in learning a second language. Knowing this
also enables the tracing of missing lexical knowledge in explaining the difficulty of some
second language learners from learning specific words or groups of words.
Waring (2001) also identified the limitations of the use of Connectionism in exploring
language acquisition. The greatest weakness of the theory is its inability to explain high
cognitive activities, such as intention, reflection and critical thinking. It cannot infer, for
example, why a student may choose to use a specific sentence when asked to use a word in a
sentence. While it is possible for the network to trace how the student was able to choose the
specific words used for the sentence, it is unable to distinguish between any of the different
sentences that may be made up with those words. For example, it a student was asked to use
“love” and “paint” in a sentence, the student can come up with infinite possible answers, such
as “I love to paint” or “I painted love.” Clearly, these two answers are starkly different, with
the latter showing an understanding of love not just as an abstract concept but as a persona.
However, a Connectionist neural network would not be able to distinguish this. As such,
Waring (2001) considered that the use of Connectionism is more suitable for making sense of
lower level cognitive functions, and other theories should be utilized in exploring high order
thinking phenomena. Another limitation of the Connectionist theory in language learning is
that it cannot go beyond rule-bounded understandings of language, which is problematic
since there are some cases, for example in the modern use of the English language, where
specific rules are non-existent or unnecessary (Waring, 2001). In cases where the student is
asked to pick subjectively, such as choosing which option sounds better or makes more sense,
the Connectionist network is not able to explain the choice beyond considering it as a
randomised phenomenon. However, that is not always the case, since there are many
situations in the English language in which a specific choice that does sound better is always
made, but there is no rule on which the choice is based. In such cases, different theories ought
to be referred to in addition to the Connectionist theory to reach more meaningful inferences.
Technical studies in Connectionist second language learning were also found. Ellis (1998)
discussed that language representations arise from a diverse array of interactivity between the
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brain and external society. As such, Connectionism (which is able to map out the activities of
the brain that lead to responses) is an effective tool to explore the conditions under which
emergent properties of language learning arise. A number of technical studies on second
language learning that used Connectionism as the theoretical lens were reviewed. Frank et al.
(2009) investigated semantic systemacity of Connectionist networks that challenged one of
the weaknesses of the model, as discussed by Waring (2001). According to Frank et al.
(2009), the claim that Connectionism cannot distinguish among the values of different
sentences that use the same words is based on the idea that Connectionist networks are only
able to utilize classical symbols in displaying systematicity, which is void of the ability for
meaningful scrutiny inherent upon the classical approach in mapping the architectural
framework for human cognition. In Frank et al. (2009), a model was developed using
recurrent networks. This model did not utilize the classical symbolic approach in making
sense of sentences, but rather used a systematic method that considered the value not just of
the words used but of the resulting sentence. By programming the model on specific pairs of
sentences and situations, it was able to learn to comprehend new sentences given the same
words and distinguish their meanings from one another. This research implied that
Connectionism may be used to explain not just basic thinking, but also some higher order
thinking. Another study by Mellow (2004) sought a similar end. This study considered that an
existing limitation of the Connectionist approach to second language learning is that it is not
able to factor in and make sense of complex linguistic representations. As such, Mellow
(2004) demonstrated a solution to distinguish differences in meaning using four mappings
between form and function. This solution was able to at least partially explain complex
relations. These results support those of Frank et al. (2009) that, contrary to earlier
assumptions, Connectionism can be expanded to explore more complex language learning.
On a different matter, Albright and Hayes (2003) compared the effectiveness of three
different models in explaining second language learning of English past tenses. One of the
models is based purely on the use of analogy; the second used a combination of analogy and
rules; and the third utilised multiple stochastic rules and no analogy. This study was
conducted to challenge the Connectionist premise that rules alone are insufficient to explain
how morphological patterns are learned. After running the three different models, the study
found that it was the third model that was able to explain learning best.
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Atkinson (2002) developed a Sociocognitive approach to second language learning that
challenged the prevalent Cognitive approach. While the model was not tested, Atkinson
(2002) posited that the Sociocognitive approach was more relevant than the Cognitive
approach because of the inherent value of interactivity in second language learning. This was
supported by Bowers (2002), who argued that Connectionist theories have failed to address
some fundamental computational and empirical challenges that have already been answered
by localist approaches, and may be integrated into Connectionist architectures.
Perhaps the most relevant technical study in Connectionism that was found in this review was
that of Plunkett and Nakisa (1997); it is the only identified study concerned with learning
Arabic as a second language that used Connectionism in its theoretical framework. According
to Plunkett and Nakisa (1997) there are strong similarities between the inflectional
morphology found in the domain of past tenses in the English language and the Arabic plural
system. The study contrasted symbolic and distributional types of default processes from a
Connectionist perspective to explain the dynamics of minority default processes in learning
the plural system. As with the other studies reviewed in the subsection, little practical
significance can be offered by Plunkett and Nakisa (1997).
While there is an abundance of technical studies on Connectionism in second language
learning, practical studies such as the current study were more scarce. One study sought to
test the hypothesis that the bias of children in generalising names for solid objects based on
their shape was a product of statistical regularities among nouns that they are exposed to in
early productive vocabulary (Samuelson, 2002). In the study, one to two year old children
were provided with intensive naming activities of some typical noun categories, such as fruits
and toys. These children developed an accelerated vocabulary compared to those taught
atypical noun sets. This showed that toddlers were able to connect their learning about shapes
across different noun categories, enabling them to use shape recognition as an anchor for
recognising different objects with common shapes. Of course, the objectives and area of
investigation of Samuelson (2002) are very different from that which is sought in this study,
which is interested in a much older group of learners who are learning a second rather than a
first language.
2.4.10

Summary

Among the different theories reviewed, it is apparent that the theories that are most relevant
to this study are the Cognitive Theory of Multimedia Learning and the Connectionist Theory.
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The Cognitive Theory of Multimedia Learning is significantly primarily because of its
relevance in the understanding of how the application of computer resources in instructional
strategies improves student outcomes and attitudes. Through this theory, the dynamics of
learning that occurs when a student handles new technology are emphasised. New technology
serves as a means through which the student is able to access learning content more
effectively. As such, Cognitive Theory of Multimedia Learning is a strong theoretical
foundation upon which to base the design or explain the value of blended learning
courseware. In addition to this, a number of studies have shown that it is applicable to
virtually any study that is focused on determining the usefulness of multimedia technologyenriched instruction on a wide array of subject matters utilising both quantitative and
qualitative methodologies (Kartal, 2010; Kulasekara et al., 2011; Lai et al., 2011). The theory
is also relevant to second language learning. In this context, studies that have used the theory
as its foundation have objectives that bear strong resemblance to those of the current research
(Cottam, 2010; Tsai, 2010).
On the other hand, the value of Connectionist Theory in this study lies primarily in its
application to second language learning. Based on the reviewed studies, Connectionism can
be highly complementary to the Cognitive Theory of Multimedia Learning. Many studies
were found that related the basic theory to language learning and second language learning.
While numerous technical studies were reviewed that helped refine Connectionist Theory,
particularly in redefining some facets of the theory with evidence that runs contrary to prior
assumptions, there were few practical studies identified. This indicates that most of the
studies related to language learning, and specifically second language learning in
Connectionism, have been limited to simulated data gathering which leaves much room for
exploration of actual human learning activity in blended learning approaches. This study does
not seek to delve technically into Connectionism, but seeks to utilize its principles and
assumptions to explain comparative outcomes between blended and traditional approaches to
second language learning.
The other theories that were considered, Learner-centred approach, Connectivism Theory,
Dual-Coding Theory, and Transformation Theory all have limited application to the present
study, but these applications are already incorporated by the Cognitive Theory of Multimedia
Learning and Connectionism Theory. For example, inputs from the learner-centred approach
may be adopted in the development of the Learning Management System utilized to deliver
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the online component of the blended learning approach. However, the explanation of how
students may react to the system cannot be based solely on the learner-centred approach
theory. The Dual-Coding Theory points out the importance of utilising different modes in
order to deliver learning content more effectively to the student. This is already included in
the principles of Cognitive Theory of Multimedia Learning. Similarly, Connectionism Theory
can be seen as an extension of the Connectivist and Transformation theories, which
encompasses broader considerations regarding the importance of interconnectedness and
interactivity in language learning.

2.5

Second language learning and acquisition theories

Another important area of review for this research is second language learning theory.
Second language learning is a specific area in education that is distinct in terms of its content
and context. As this study is focused on the teaching of Arabic as a second language, it is
important for sufficient review to be conducted on second language learning in general, as
well as on specific theories that may be directly applied to the context of using blended
learning strategies as a means to teach Arabic as a second language. These theories differ
from those that were discussed in the previous section in that these theories are focused on
the dynamics behind the acquisition of a second language.
Foreign language and second language learning are two terms commonly used in relation to
learning other languages. In some cases, these two classifications are distinguished by
‘second language’ referring to learning the target language in a target language speaking
country, and ‘foreign language’ referring to learning the target language in non-target
language speaking country. However, this distinction is not applied consistently. Based on
these definitions, this study is concerned with ‘second language’ learning – the learning of
Arabic in an Arabic speaking country. For the purposes of this research, the term ‘second
language learning’ is used to describe the learning of all second or foreign languages,
regardless of the location of learning.
Ellis (1985) argues that there is no uniform or predictable methodology that works for all
learners for the complex and diverse processes involved in second language learning, because
individual students learn in different ways. Others (Kalantzis, Cope, Noble and Poynting,
1990) argue that when motivation and self-esteem are present, effective learning and
construction of one’s knowledge will occur. Common techniques used to engage and support
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students in second language learning are self-access activities (Tomlinson, 1998) and small
group interaction on topics that are of interest to the students (Hudelson, 1994).
Initial stages of classroom-based, second language learning are concerned with the transfer of
knowledge, where students practice oracy through repetition and rehearsal. The first steps
towards fluency are taken in the very first class, when students are encouraged to utilize what
they have learnt through interaction with their peers. Learning is typically focussed on
cooperatively performed tasks that are student-directed and maintained, in addition to
essential course materials, to encourage relevance to the learners’ interests (Rivers, 1992).
Through the communicative approach to second language learning, students are taught to
reproduce the words and ideas that they wish to convey, and comprehend what others are
saying, using interaction and collaboration. Abbott and Ryan (1999) summarise this
mechanism by suggesting that each student imparts his own previous learning and synthesises
new knowledge through interaction with others, as a result of experience. Liddicoat (1996)
sees that language cannot be separated from the social nature of language learning and the
social context of language use any more than language can be devoid from culture.
Communicative competence is a concept founded in social interaction (Paulston, 1990).
Some writers such as Krashen (1981) argue that second language learning occurs in a
subconscious way, claiming that foreign language is learned and not acquired, and suggesting
that acquisition is more enduring than learning due to the fact that language acquisition
processes are subconscious and embedded in life experiences (Harmer, 1991).
Fluency, according to Krashen and Terrell (1983), will occur in its own time with sufficient
comprehensible input. Lightbown and Spada (1993), suggest that conversational interaction
through pair and group work within the classroom, on the other hand, can result in greater
language fluency and proficiency. Lightbown and Spda (1993) adds that learning a second
language doesn't mean that one should memorise its structure, which contradicts Ellis’
opinion (1985). Ellis (1997) also notes that identical learning might mean that there should be
conscious attention to the linguistic features of the second language.
A study (Al-Salem, 2005) to explore the self-image of Saudi Arabian females learning
English as a foreign language (EFL), their developing perception of their environment, and
their changing social attitudes as a result of using the Internet, revealed that Internet use
positively influenced the students in several ways; the students reported their Internet
experiences broadened their knowledge, enhanced their writing skills, and stimulated their
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critical thinking. The Internet also provided the students with easy access to a great deal of
information that was not previously available to them.
Nunan (1988) advises the teacher to create a learner-centered environment that is conducive
to students learning through their own endeavours. Communicating in natural, everyday
settings can enhance second language learning (Cook, 1991) and the learner may reach higher
levels of fluency and proficiency in the second language if the environment permits him/her
to use the language in real-life situations, rather than simply learning about the language
(Lightbown and Spada, 1993).
Nunan (1988) notes that the learner must construct understanding and knowledge of the
second language. Correct structuring and restructuring of the meaning and form of the
language produces fluency, which makes foreign language automatised (Sheehan, 1996).
Despite the importance of learning correct structure and meaning, making errors forms a
valuable part of the learning process, assisting teachers to understand how the learner is
dealing with the new concept or rule (Nunan, 1988).
It has been suggested that one of the useful tools in the social constructivist pedagogy that
encourages language acquisition is problem-solving (Ur, 1996). Halliday (1994) sees the
learner as an intelligent, problem solving person with an existing communicative competence
in the first, second or even third language, and not an empty vessel that is to be filled with the
knowledge supplied by the teacher. Allen and Valette (1977), however, suggest that the
language teacher bears the responsibility of preparing all levels of students by teaching
lingustic skills based on negotiation and decision-making, through role-playing (Breen and
Littlejohn, 2000). When using online role-play, Palloff and Pratt (2001) recommend that
guidelines and rules be loose and free-flowing and generated predominately by the students.
2.5.1

Scaffolding Theory

According to Scaffolding Theory, which is a sociocultural theory of second language
learning, dialogue “[constructs] the resources for thinking” to develop spoken language that
is essential for learning in school and for literacy itself (Gibbons, 2002). When students are
engaged in social interactions with competent target language speakers, and among
themselves, meaning is constructed. The Zone of Proximal Development (ZPD), a
developmental process model, can also be used as a tool to better understand the emerging
capacities of individuals. One of the pedagogical applications of ZPD to applied linguistics
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and second language learning is to encourage collaboration and social interaction of students.
Appropriate mediation in the students’ ZPD is an essential aspect of scaffolding, which
emphasises social interaction through cooperative learning, group work, project-based
learning, self-reflection, guided practice and critical inquiry.
As an educational term, the word ‘scaffolding’ was first used by Wood et al. (2005)to
describe a process that enables a student to solve a problem, carry out a task or achieve a goal
that is beyond his unassisted efforts. In general, scaffolding is a teaching style that helps
students to achieve a task with gradually less intervention from the teacher. There are three
types of scaffolding (Clark and Graves, 2005):


‘Moment-to-moment verbal scaffolding’ which refers to the use of questions to
prompt students and facilitate elaboration that deepens learning. Clark and Graves
(2005) determined that the three aspects that a teacher should be familiar with are: the
students’ instructional histories; the way teachers’ instructional talk moves students
closer to the goal; and how teachers can use the responses of students to make the
students more aware of the mental processes in which they are engaged. Questions
that probe more intensely than merely comprehension are used by the teacher;



‘Instructional frameworks’ which foster content learning; and



‘Instructional procedures for teaching reading comprehension strategies’, or
scaffolded reading experience, which refer to the teacher planning pre-reading,
during-reading and post-reading for a particular assignment.

Social and psychological factors play a role in the development of a student’s knowledge
(Vygotsky, 1978). Scaffolding Theory is concerned with interactions between people (inter
psychological) and within the individual (intra psychological). All higher level functions are
based on social relations. Social activity leads to cognitive development through
internalization, which means the student is developing the capacity to perform the necessary
cognitive and motor functions both internally and socially. Nevertheless, Vygotsky suggests
that a student’s development is ultimately both assisted and constrained by his ZPD – that is,
a student’s capacity to benefit from different kinds of interaction in the learning environment
(Lantolf and Thorne, 2006).
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Bruner (1985) and then Donato (1994) extended this notion by utilising scaffolding as a
framework for peer interaction, allowing students to scaffold one another. Within the field of
educational technology design, scaffolding has been employed to help bridge the gap
between what students desire to achieve, and what they are able to achieve without
assistance. In order for scaffolding to be successful, collaboration or assistance for a student
(or group of students) is required from a teacher, who can provide appropriately challenging
activities, accompanied by the right quantity and quality of assistance. In order to provide
this, teachers must be aware of students’ current level of understanding of the subject matter.
The distinction between ‘competence’, the abstract knowledge human beings possess when
they know a language, and ‘performance’, the actual utterance or use of languages, was
discussed by Chomsky (1965). Performance is generally not considered in linguistic theory,
despite the fact that this is the most practical evidence of language learning. Rather, Chomsky
focuses on linguistic competence (Pinker, 2000), which he defines as what students are able
to explain about their knowledge of a language.
The Universal Grammar model (Cook and Newson, 2007), proposed by Chomsky in the
1980s, has notable implications for second language instruction. In an attempt to explain
language learning Chomsky developed the Universal Grammar model, which suggests that
because universal principles such as structural dependency are already automatically built in
one’s mind, second language learners do not need to relearn them. However, students do need
to relearn the second language’s particular parametric choices. According to some researchers
(Cook, 1991), access to the principles and parameters system is available only through a
student’s first language, however it is still possible to apply universal grammar. While the
Universal Grammar model deals with the key areas of second language learning, Cook (1991)
notes that the model only covers a small aspect of language teaching.
Van Merrie¨nboer and Kester (2005) suggest that accurate instructional design is key to
successful online learning. An environment that stimulates meaningful, social and strategic
learning processes has been found to facilitate interactive knowledge construction most
effectively (Bransford et al., 2000; Verhoeven, et al. 2006).
2.5.2

Communicative Language Teaching

Communicative language teaching (CLT), which is concerned with the teaching of second
and foreign languages, emerged in the late 1960s, originating as part of a reaction against
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structural approaches and situational language teaching in the United Kingdom, and against
audio-lingual methods in the United States of America.
Richards and Rodgers (2001) claim that CLT aims to enable students to develop
communicative competence. Communicative competence refers to whatever students need to
know in order to be competent in speaking the target language. Hymes' communicative
competence was further developed by Canale and Swain (1980) into four components:
grammatical or linguistic, discourse, sociolinguistic, and strategic competences.
Language is a means of enabling various communicative functions to be performed.
According to Littlewood (1981), attention to structure must accompany the functional view
of communication. Since the relationship between form and function is variable, the student
must also be given opportunities to develop strategies for interpreting language in actual use
(García Mayo, 2001; Larsen-Freeman, 2000; Littlewood, 1981). These ideas have raised
interest in second language learning for educational purposes.
One of the major constraints of CLT is the tension between focus on fluency and accuracy.
Some critics consider CLT to be shifting emphasis from form to meaning, and say that it
focuses on fluency over accuracy. Some argued that instead of focusing upon both form and
meaning, students can benefit from the teacher’s linguistic expertise. Others suggest that
grammar should be taught explicitly at the text level, as the context and purpose of language
use will determine the forms through which it is released (Nunan, 1995; Halliday, 1985).
Explicit grammar instructions also contribute to students’ awareness of the nature of, and
differences between, written and spoken modes of language, and provide teachers and
students with metalanguage. On the other hand, Pica (2000) argues that students may lack
opportunities to notice how the sounds and forms of the second language relate to the
meaning of messages, and may fail to notice social conventions of language use, if attention
is focused exclusively on communication meaning. Additionally, learning experiences may
seem more frustrating and complex if students’ grammatical errors during communicative
activities are tolerated (Pica, 2000).
The role of the student within CLT has been the focus of much discussion, with researchers
having varied viewpoints. CLT emphasises communication as the goal of students and aims
to provide the best means of achieving it (Pica, 2000; Richards and Rodgers, 2001). Students
are expected to play active roles through negotiating meaning in the CLT methodology, and
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students in the communicative classroom are expected to interact primarily with each other
rather than with the teacher (Richards and Rodgers, 2001). Interaction with other students
gives students opportunities to express ideas and opinions, take risks and experiment with the
new language they are learning. Pair and group work is essential in CLT (Pica, 2000). The
skills of listening, speaking, reading and writing are combined in the communicative
classroom because students often combine them in real life (Burns and Joyce, 1997).
Materials of authentic learning that promote students’ communication are classified as texts,
tasks, and regalia or authentic materials (Richards and Rodgers, 2001).
A key area of discussion related to CLT is the variety of roles CLT teachers play (Breen and
Candlin, 2001). Teachers are expected to facilitate the communicative process amongst all
students in the classroom. This implies that while they may prepare the learning setting and
provide assistance to students when necessary, they are not to serve as a direct link between
the students and knowledge. Additionally, teachers operate as interdependent participants
who share responsibility for learning and teaching with students. Teachers also act as
researchers, who contribute appropriate knowledge and abilities, and draw upon their own
learning experience. It is suggested that teachers also take on further roles, such as analysing,
counselling, and managing group processes (Richards and Rodgers, 2001). Some researchers
identify facilitation as the primary role of the teacher, as this enables students to reach their
potential by focusing on active learning, rather than relying on being taught (Larsen-Freeman,
2000). While most researchers agree that the teacher should not be the focus of the learning
environment, he is ultimately responsible for the learning environment. As such, teachers are
in the best position to determine the different facets of a learning environment that can serve
a specific group of students best.
2.5.3

Computer-Assisted Language Learning

Various definitions of Computer-Assisted Language Learning (CALL) have been presented
in literature. Levy (1997, p.1) defines CALL as “the search for and study of applications of
the computer in language teaching and learning”, while Hanson-Smith (1999, p.1) consider
the basis of CALL to be an “optimal, technology-enhanced language teaching and learning
environment”. Put simply, CALL refers to “using computers to support language teaching
and learning in some way” (Egbert, 2005, p.3).
Research shows that the role of the Internet in foreign language and second language
classrooms has been varied, with Watson (1999) identifying that utilisation of the Internet
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tends to be more beneficial for foreign language learners than for second language learners
(Shimazu, 2005). The effectiveness of computer technology in second language settings has
shown to be dependent on the application of the technology, as well as the reasons for which
it is employed (Kongrith and Maddux, 2005).
The concept of Network-Based Language Teaching refers to language teaching that involves
the use of computers connected to one another in either local or global networks (Kern and
Warschuer, 2000). Kern and Warschuer (2000) consider Computer-Assisted Language
Learning (CALL) to be the same as Network-Based Language Teaching, given the significant
use of the Internet by second language teachers. The difference between ‘pre-network CALL’
and Network-Based Language Teaching was noted by Chapelle (2000), who stated that
students tend to present their language ability in written forms in pre-network CALL
activities, but tend to use the target language for communication in Network-Based Language
Teaching activities.
Another notable observation is that CALL research has been primarily concerned with
English as a second language instruction. Undoubtedly, significant differences exist between
the integration of technology in this situation, and in a situation where native English
speakers attempt to understand a second language. One significant difference is in dealing
with the technology interface, which is mostly in English. Those learning English as a second
language would have to adjust to the English language interface in addition to the content,
while those learning a second language using an English language interface would not.
Utilising the Internet for English teaching promotes authenticity (Lasagabaster and Sierra,
2003; Taylor and Gitsaki, 2003). With the introduction of the Internet, every language student
is able to retrieve authentic and cultural information, and teachers have gained the ability to
educate students about the language and target culture simultaneously.
Social interactions and greater knowledge accessibility, resulting from the innovation of
Internet technologies, are both integrated characteristics of CALL (Fotos and Browns, 2004).
The availability of the Internet and Local Area Networks expanded the scope of integrative
CALL in the mid 1990s (Warschaucer 1996; Warschaucer 1998). Warschauer (1996; 1998)
argued that the development of student learning activities, in conjunction with the integration
of the concepts of communicative CALL, was the impetus for transforming the role of the
teacher from knowledge-giver to resource-provider.

61

Communication between students and teachers can be delivered synchronously and
asynchronously (Levy, 1997). Specific software programs in an online real-time learning
situation are used to manage synchronous communication, while email systems, discussion
boards and content management systems can be used to establish asynchronous
communication. Students’ motivation can be increased through the use of technology, as
technology allows students to practice the target language at their own pace, and directly or
indirectly communicate with speakers of the target language (Fotos and Browne, 2004;
Warschaucer, 1998). Technology also enhances the accessibility of practical and authentic
materials by language learners around the world through the use of the Internet (Hajnal, et al.,
1996; Kohn, 2001).
CALL originated in Western counties in the 1960s as a new practice and research focus.
Hoven (1997) and Warshauer and Healey (1998) indicate that the following decades
witnessed different phases of CALL, in which the role of computer technologies was closely
connected to the overall level of technology use, as well as the prevailing second language
teaching pedagogies. The development of CALL in Asia was slower than in North America
and Europe, despite the English language being a dominating foreign language in Asia. In the
last ten years, English language teaching has predominately transformed from GrammarTranslation to the Communicative Approach due to the need for international communication
skills in order to pursue economical, cultural, political, technology and academic knowledge
in the English language. The philosophy of the Communicative Approach, which was created
in English speaking countries and English as a second language settings, was more suitable to
English as a second language students who are exposed to rich and authentic resources
outside of the classroom, than English as a foreign language students who speak English as
foreign language and switch to their predominant language upon leaving English classes
(Kam, 2004).
Application of the empiricist theory can be traced back to the roots of CALL since this theory
dominated language teaching in the 1950s and early 1960s (Levy, 1997). This early approach
to second language learning during the 1960s placed emphasis on the drilling and practice of
students. From the 1960s to 1970s, mainframe computers were seen as the taskmaster, and
language teaching was therefore also dominated by an audio-lingual approach during this
period (Kern and Hanson-Smith, 2002). The drill and practice exercises advocated in an
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audio-lingual approach were ideal for computer programs because of their systematic and
routine character, and lack of open-endedness.
By the 1980s, English as a second language gradually welcomed an era of Communicative
Language Teaching (CLT) (Kern and Hanson-Smith, 2002; Levy, 1997). According to
Brown et al. (1989), the conception of communicative competence rather than linguistic
competence alone distinguished CLT from the other traditional language teaching
approaches. The introduction of inexpensive microcomputers facilitated the boom in CALL
(Ahmad, Corbett, Rogers and Sussex, 1985). These computers allowed language teachers to
produce their own CALL materials by writing programs, instead of using program-based
CALL, which was the only option during the 1960s and 1970s. During the 1980s, teachers
were also expected to use the materials effectively to encourage students to discover, express
and develop in their language learning, thus giving teachers a central role in the CALL
process (Washauer and Haley, 1998).
The Internet was also incorporated into language learning and teaching in the 1990s, which
led to various types of CALL. While CALL was previously a stable, invariant framework
relating computer, student and task (Levy, 1997), Warschauer (2000) identified three stages
of CALL that developed over time:


Structural CALL (1970s-1980s);



Communicative CALL (1980s-1990s); and



Integrative CALL (21st century).

Some researchers, such as Bax (2003), assert that these three stages did not develop in such a
linear fashion, and therefore consider them to be approaches rather than stages. With
technology having assumed a central role in language education, the debate is no longer
whether or not to use CALL, but how best to integrate it in future language education
programs to result in the best outcomes for students (Kern and Hanson-Smith, 2002).
Once technology integration begins, it is difficult to explore it without becoming entrapped
(Garret, 1991). Lee (2000) has identified four barriers to English language teachers’ use of
CALL. These are:


Financial barriers;
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Availability of computer hardware and software;



Technical and theoretical knowledge; and



Acceptance of the technology.

In correspondence with these findings, Zhao and Cziko (2001), identify the following issues
that should be considered when integrating technology into second language learning:


Confidence that the use of technology will meet existing and higher level learning
goals;



Competence and ability to use technology effectively; and



Control over learning outcomes and the direction of the lesson.

Other issues, such as the pedagogies being used to integrate technologies into teaching, and
even the beliefs teachers hold towards the ultimate teaching goal in the subject matter, also
impact on the difficulties of exploring technology to support second language learning.
One of the most serious barriers to overcome regarding the full integration of technology
appears to be the lack of professional development received by language teachers in relation
to technology and pedagogy (Bulter-Pascoe, 1995; McGrail, 2005; McGrail, 2007; Griffiths
and Parr, 2001). Bulter-Pascoe (1995) reports that English language teachers were often the
last to be given training in relation to technology, despite research showing the paramount
importance of such training for English language teachers, who must connect their
technological knowledge with pedagogical knowledge (Griffiths and Parr, 2001). Meng
(2005) raises concerns that English language teachers are being pushed to embrace
technologies without appropriate technological knowledge. He identifies the high likelihood
that inappropriate use may result, leading to potential negative outcomes for students.
Many researchers (Cuban et al., 2001; McGrail, 2005; 2006; Snoeyink and Ertmer, 2001;
Wood et al., 2005) have suggested that various physical problems (mostly equipment-based)
are the core reasons hindering teachers’ adoption of technology. Indeed, Barr (2002) identify
that teachers’ perceptions of CALL are affected by access to facilities and provisions.
Technical difficulties related to the use of CALL are also a source of frustration for students,
who may feel disheartened due to a combination of their own computer illiteracy and
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unreliability of facilities (Felix, 2001). Kiilli (2005) and McGrail (2005) identify that many
teachers decide not to use computers for teaching due to difficulties accessing computer
laboratories. Reliable, on-site technology support is essential for day-to-day use of
technology by teachers (Grainger and Tolhurst, 2005). A study conducted by the Center for
Research on Information Technology and Organization in the United States of America found
that 70% of the teachers who needed technical support said that it was not available when
they needed it; only 26% of those who needed help integrating technology into their teaching
reported that help was available (Snoeyink and Ertmer, 2001). John (2005)summarised the
key barriers that must be overcome before CALL can be effectively implemented,
particularly as part of a blended learning approach, as: inflexible curriculum; obsolete
structure of many schemes of work; restrictive pencil and paper driven assessment structures;
lack of laptops; unfriendly, cold and awkward computer laboratories; and lack of appropriate
and available technical support. The challenges associated with implementing CALL are
similar to those identified in implementing Learning Management Systems generally (see
Section 2.6.1).
Despite its ability to provide assistance in teaching, technology also led many teachers to feel
that computers are challenging their authority in the classroom. As a result, high-tech
innovations may result in low-tech teaching (Cuban, 1999). When computers were installed
in classrooms and Internet access enabled students to connect with the rest of the world, the
traditional role of the teacher seemed to be weakened. Civello (1999, p. 89) described this
phenomenon by saying that teachers were “no longer at the physical or intellectual front of
the class”. Requiring teachers to use software that would seem to replace what they have
traditionally done reinforces teachers’ beliefs about loss of authority and control of their
classrooms (Cuban, 1999). Others (Hoven, 2006; Wiburg and Butler-Pascoe, 2002) identify
the difficulty teachers face balancing their traditional role, based on behavioural, instructional
teaching, with their new roles in technology-enhanced classrooms, which are focussed on the
socio-constructivist ideals of student-centered, problem-based learning. Teachers’ concerns
and perceptions about implementing CALL are similar to those relating to implementing
Learning Management Systems (see Section 2.6.1).
Policymakers often wrongly assume that teachers share their sentiments for ongoing change
in the classroom. Popkewitz (2000) calls for teachers to be given a voice in defining their
roles in the process of change, particularly in decision-making regarding technology use
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(Griffiths and Parr, 2001). Jones (2001) suggests that teachers need to drive the process of
CALL, as their commitment and involvement is necessary for its success. Resistance by
English language teachers has been shown to be common when change has been imposed
without their participation in decision-making (Timucin, 2006). Identifying teachers’ true
requirements and needs is critical for the successful implementation of CALL.
Many researchers (Cuban, 1999; McGrail, 2006) have identified that English language
teachers are not included in the decision-making process for integrating technology in the
classroom, leaving many teachers left with technologies that do not meet their specific
teaching needs. The level of commitment and engagement in the implementation of new
technologies into any teaching and learning environment is a key component in the success of
the process (Timucin, 2006). Therefore, teacher participation in decisions about technology
innovation programs is essential, in order to minimise the barriers to using CALL. This may
also help to prevent the failure of technological innovation in second language learning at a
broader level.
Unfortunately, to date decision makers have been more focussed on the outcomes rather than
the process of integrating CALL. Although technological innovation has always been viewed
as a lever to change, there is a general tendency among legislators and administrators to
exclude teachers from the process of planning and implementing such change. This tendency
has often resulted in teachers being required to implement and use innovations they did not
initiate. When offering an increasing range and variety of educational technologies, it is
critical to consider the needs of teachers, who will be the ultimate users of such technologies
(Hoven, 2006). Success in using CALL is dependent to a large extent on the awareness of the
users of their own teaching or learning styles and strategies, in addition to the purpose of their
application.
2.5.4

Relevance to this study

This section of the review was able to show that there has been extensive research in second
language learning within the last few decades. A number of different concerns have been
brought up and addressed, but most of the second language learning research in extant
literature was found to be focused on the English language. This study is concerned with the
application and effectiveness of online learning to achieve the learning and teaching
objectives of the Arabic Language Lessons course at the Islamic University in Madinah,
Saudi Arabia (the learning of Arabic in an Arabic speaking country). This particular focus on
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second language learning research has not yet been explored. In fact, limited literature was
found on teaching Arabic as a second language in general. This shows that the study also
addresses gaps in literature where the area of second language learning is concerned.
According to the theories presented, it can be argued that the Internet-based teaching and
learning environment can be one of the most significant transformation forms adopted by the
education industry and may provide significant advantages for all education disciplines,
including second language learning. As such, there is great impetus to conduct studies to
assess whether the Internet is a benefit or detriment to learning. It is in teachers’ best interests
to know how the technology of the present can be used to maximise benefits for the graduates
of the future. Anderson (2008) argued that earlier theories ignored the determinants of
building an effective Internet-based teaching and learning environment for many reasons,
including the limited understanding of the specifications and the ways that teachers and
students would like to use the utility to teach and to learn. Therefore, further research has
been conducted, and is on-going, to identify those factors which impact these utilities and
their outcomes; this can enable the students to benefit more intensely from Internet-based
environments. From this section of the review, it can also be clearly seen how the study
subscribes to the Cognitive Theory of Multimedia Learning, and considers its application
through evaluation and comparison of traditional and blended learning for Arabic as a second
language.

2.6

Implementing online learning and blended learning

Any implementation of e-learning, whether as a stand-alone online learning delivery, or as
one element of blended learning, requires consideration of a number of issues. Initially, the
teacher (or educational institution) should determine whether online learning can provide
beneficial learning outcomes for students (see Section 2.2.3). Once this is confirmed, the
Learning Management System used to facilitate online learning must be chosen. The design
of the learning interaction should consider best practice technological and educational theory.
Finally, the implementation of an online approach should be evaluated to both assess its
effectiveness and identify areas for future improvement. Each of these areas is discussed
below, followed by a summary of relevant implementations of online learning within blended
learning in the Middle East.
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2.6.1

Learning management systems

Various Learning Management Systems (LMSs) are available for educational institutions to
use in the delivery of online learning, and the selection of an appropriate LMS is an important
component of online learning and teaching (Hazari, 1998). Developed by Martin Dougiamas
as an independent project in 2001, the Modular Object-Oriented Dynamic Learning
Environment (referred to as Moodle) is essentially an open-source online learning software
platform (Dougiamas, 2005) that can be likened to commercial systems such as Blackboard
Inc.’s ANGEL Learning Management Suite or WebCT. As with other similar software
systems, Moodle enables educational institutions to provide online classes to their students.
Alternatively, educational institutions may use such a system to deliver content to support
face to face delivery (that is, use Moodle within a blended learning environment).
2.6.1.1

Features of learning management systems

A number of features are common to most LMSs (Carvalho et al., 2011). LMSs typically
provide database management and interfacing for assignment submission, and course
material uploading and downloading. This enables students to download official course
materials and required activities set by their teachers, and to upload finished activities. LMSs
offer a number of communication management facilities including discussion forums, instant
messaging, news and announcement feeds. Features that enable the construction of testing
and grading systems are also common. Online testing and grading systems enable teachers to
upload assessments for students to complete, and have the assessments automatically graded
by the system. These features are considered essential for LMSs.
2.6.1.2

Features of Moodle

As well as the features common to LMSs, Moodle has a number of implementation
advantages over similar systems because it is open-source (Hollowell, 2011). Not only is the
basic software system free to use, it also makes its source code available for programmers of
an institution to build and develop their own systems or features, such as interactive games,
thematic interfaces, and other modifications and additions that are not possible with
commercial software providers. The ability to develop and extend the system easily in-house
makes Moodle an economical choice compared to other LMSs. Developers all over the world
are constantly working on improving existing designs and creating new ones, and institutions
are able to integrate these external developments into existing Moodle systems. This provides
flexibility for institutions regarding what to adapt and what to exclude from their own system.
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Extensive technical support forums, populated by programmers who are experienced with the
system, are also available. This flexibility and the range of economical options for adapting
and extending an institution’s Moodle system to meet its own needs is the key advantage of
selecting Moodle over other commercial LMSs.
The most significant disadvantage of using Moodle is also a result of its open-source nature –
it is essentially a do-it-yourself system (Hollowell, 2011). Each institution is required to
acquire and maintain its own equipment and personnel to operate and manage the system.
Furthermore, the greater the amount of external assistance an institution requires in
developing and managing the system, the greater the monetary investment that is required. In
some cases, this may make the total cost of using Moodle greater than that of using an
existing commercial LMS. The second disadvantage of using Moodle is that while the system
allows developers ultimate flexibility, developers are likely to be required to improvise in
many cases; such developments may have been tackled in other settings by fellow
developers, however existing solutions may be difficult to find. Despite these disadvantages,
Moodle has been selected as the LMS for this research due to its flexibility and low initial
implementation cost.
2.6.1.3

Case studies of Moodle utilisation

A number of studies have been conducted on the utilisation of Moodle for courses on second
language learning.
Blake (2008) conducted a study that compared second language learning using three learning
strategies: traditional, distance and blended. Moodle was utilized as the system for both
distance learning (that is, online learning) and blended learning. A large sample of students
enrolled in different Spanish as a second language classes were compared. Based on the
outcomes of the study, it was found that all three methods produced comparable learning
outcomes. This indicates that distance learning can help students achieve the same level of
second language proficiency as traditional instruction, and that blended learning using
technology (specifically, Moodle) to augment traditional teaching did not yield additional
value in terms of proficiency.
The use of Moodle was compared with two other systems, WebCT and Nicenet for English as
a foreign language (EFL) instruction in the Kingdom of Saudi Arabia (Al-Jarf, 2005). 150
female students enrolled in an EFL course at King Saud University were randomly divided

69

into three groups and each group was randomly assigned to one of three courseware systems:
Moodle, WebCT or Nicenet. The course had both an in-class and an online component, so
was considered to use a blended learning strategy. The same teacher taught all three classes in
the in-class sessions, and this same teacher facilitated all three groups in the online setting.
Prior to undergoing instruction, all of the respondents were given a pre-assessment on
grammar proficiency. The findings of the study considered achievement, attitudes and student
perceptions of course design, linguistic factors, and technical support factors. It showed that
Moodle performed at a similar level to the other two systems in terms of student
achievement. In terms of attitudes, comparison of questionnaires prior to and after the
administration of the course found that while those who utilized Nicenet showed
improvement in their attitudes towards LMSs, those who used Moodle or WebCT did not.
Further investigation into the outcomes found that students did not find the user interface of
Moodle or WebCT as friendly as Nicenet. Furthermore, Nicenet was also found to use less
technical terms in its interface, and students who used it encountered fewer technical issues
than those who used the other software systems. This study found that the LMSs evaluated
for second language instruction produced varied results, indicating that the LMS chosen can
impact on students’ experience.
Drawing from the Cognitive Theory of Multimedia Learning, one main element of second
language learning is providing students with an easy-to-understand interface. Presumably, the
system that was used in Al-Jarf (2005) ran on an English language environment. The students
in this study were not native English speakers, which may have presented additional
cognitive load to the learners. That is, students had to learn English as second language topics
while attempting to understand the English that was present in the LMS. This situation is
dissimilar to the present study, which seeks to utilise a LMS within an English language
interface to teach English speakers Arabic as a second language. The difference between the
two settings makes it difficult to gauge the applicability to Al-Jarf (2005) to the present study,
since students in this study should not experience additional burdens due to linguistic factors
within the LMS.
According to Meskill and Sadykova (2011) the primary advantage of utilising Moodle for
blended or completely online instruction in EFL is the emphasis that can be placed on
constructivist learning; that is, enabling students to learn for themselves through discovery
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and interactivity. Through the use of Moodle, the teacher can have a less direct influence on
the learning environment, and can instead enable students to take over most of the dynamics.
Stickler and Hampel (2010) conducted case studies of two students who are learning German
as a second language in a completely online, Moodle-based environment. The environment
used a number of new, Web 2.0 tools that provided the students with a wide array of options
in practicing their use of the German language, such as wikis and blogs. According to the two
students, the experience of learning German from a Moodle environment was very enriching.
Outcomes of the study led the researchers to infer that a second language course can be
effectively launched in an online environment that adds better value to students’ learning.
This was attributed to the environment that was provided, which enabled students to work on
activities that would not have been possible in traditional instruction (for example,
continuously updating a German wiki on a topic of their choice). Stickler and Hampel (2010)
also inferred that the use of Moodle enables the mapping of students’ choice of tools with
their learner types. One of the students preferred to write journal entries while the other
preferred to interact with other students through forums. Both of these preferences were well
supported by the Moodle system.
Another case study (Zamorshchikova et al., 2011) focused on the experiences of an entire
university in developing an EFL course using Moodle. The first stage of development
involved teachers consolidating the content modules that had been previously delivered in
traditional offline classroom environments, and collaborating with students and a technical
development team to study the possibilities of developing Moodle-based wikis. Students
considered the present information available, and made proposals to extend this through their
own independent research. In the second phase of the study, the students implemented their
proposals and developed wikis with teacher support. The project was consolidated in the third
phase and the students were evaluated. Based on the experience, the researchers found that
students and teachers agreed on the value of Moodle as an educational tool for expanding
existing content and involving students in the process (Zamorshchikova et al., 2011). The
teachers praised the LMS’s ability to integrate with second language learning, to encourage
students to go beyond their limits, and to genuinely motivate students to become involved not
just in learning but in content development (Zamorshchikova et al., 2011). Correspondingly,
the students believed their engagement in the process was an important aspect of their second
language learning, and that the learning experience would not have been successful if the
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project was not pursued. The addition of a technology element in language learning was
praised as a means for the teachers to tap into the digital environment with which students
were exceptionally familiar. This study emphasised the ability of Moodle to develop studentcentered learning environments.
Dang and Robertson (2010) conducted a similar study in which they identified lessons in
pedagogy learned from students’ participation in a Web 2.0 second language learning
environment developed through Moodle. Student interviews found that the use of the
environment had outcomes that varied from neutral to highly positive, identifying three
values that were held by students as sufficiently addressed by the Moodle-based environment:
task orientation, content orientation and community orientation. Students believed that the
Moodle environment provided them with a greater variety of tasks to choose from in honing
their second language proficiency; students stated that this variety was absent in offline
environments. Students considered the content that they were exposed to as more diverse and
less limited than that in offline environments. Students also considered that the online
environment enabled them to interact more extensively with the community, as well as
develop a community among themselves. These considerations showed that the use of
Moodle in developing a second language learning environment had a considerably positive
impact for the students.
Zeng and Takatsuka (2009) conducted an empirical study on the level of interactivity that
students in a Moodle-based, second language learning environment generated. From a sample
of 16 second language learners, the study found that the level of interactivity and dialogue of
students in an online environment was rich and considerably extensive. The students actively
engaged one another in a variety of topics using English in their online conversations. These
findings were confirmed by post-study surveys, in which students considered that they would
not have been as active in an offline environment.
2.6.1.4

Summary of findings related to Moodle

Significant research was found on the use of Moodle as a LMS, both in general and
specifically in the context of second language learning. In terms of general studies, Moodle
was found to be a very flexible system that was more affordable than many other LMSs.
While at least one study determined that some commercial software systems were able to
provide better outcomes than Moodle, this was in a situational context that is different from
that which is considered in this study. Still, the majority of the studies agreed that there were
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many benefits to utilising Moodle in developing an online learning environment for second
language learning, including:


Enabling greater student participation;



Allowing the development of a wide range of activities that appeal to different
students;



Flexibility that enables developers to suit the needs of a diverse class;



System structure that encourages greater constructivist learning, which provides
students with better opportunities to exercise their language proficiency; and


2.6.2

Appealing to students simply because the learning is online.
Designing online learning

Many of the key challenges of implementing online learning can be hypothesised as arising
from the fact that many current educators are ‘digital migrants’ as opposed to ‘digital
natives’. That is, they were born and raised in a world that had little reliance on computers; in
a world where social networking, content sharing, and other features of the digital world did
not yet exist. Therefore, difficulties arise from the fact that the present generations of students
are digital natives who were born into, and are completely used to, an online world. Many
teachers need support and encouragement to help them understand the potential of online
learning and integrate it into their teaching (King, 2002; Liu et al., 2002; McGriff, 2001).
This is especially true for those who feel threatened by the concept of developing effective
and challenging activities using technology. In addition, individuals within the educational
environment have been sceptical about their tasks and responsibilities within the new models
of educational delivery and decision-making scenarios (Mangan 2001; Maslen 2001), with
many teachers aware that they lack the skills to facilitate learning in an online environment
(Hughes and Daykin, 2002).
The selection of Internet technology products relies strongly on the content of instruction, the
quality of the tools, and the prior knowledge and technical skills of both teachers and students
(Schmidt, 2004). With new tools regularly becoming available, teachers can use experts such
as instructional designers to assist in the selection of suitable software (that is, a Learning
Management System) to be used in each learning environment (Copper, 2002; Oliver, 1998;

73

Youngblood et al., 2001). Such experts can also assist in guiding teachers to create new
opportunities in an exciting and challenging way (Kemelfield, 2002; Kozma, 2000; Radloff,
2001). The aim of the instructional designer should be to see that ICT supports meaningful
learning (Reeves& Reeves, 1997). In most cases, the selection of activities is made by the
teacher based on the level of delivery of that course online. Westhorp (2000) classifies online
deliveries as supplementary, complementary and wholly online. The learning tasks and level
of students’ learning determine the design and structure of each of these levels.
A holistic and planned approach to the design of an online course is essential to ensure that
the learning environment is effective and provides the opportunity for genuine online learning
(Carlise, 2002; Franklin, 2002; Gunn, 2001; Taylor and Richardson, 2001). Pedagogical
guiding principles or frameworks to assist designers and teachers plan and create effective
online courses are necessary (Sharp et al., 2001). The use of a pedagogical framework, or a
set of criteria or policy, can assist in evaluating appropriate materials to be used in an online
subject. Teachers and designers also need to evaluate the strategies used in the development
process, and the online components used, in relation to the desired learning outcome (Ellis et
al., 2001; Sims, Dobb, and Hand, 2002).
The seven essential benchmarks suitable for guiding online designers in any educational
institution are (DEST, 2003):


Clear planning;



Robust and reliable infrastructure;



Good support systems for staff and students;



Good channels for communication between staff and students;



Regular feedback to students on their learning;



Clear standards for courseware development; and



Ongoing evaluation processes with a strong student input.

Teachers are usually responsible for designing and implementing online activities. They must
therefore be proactive in acquiring the skillset and knowledge required to design different
types of activities that link learning to the real world, as well as developing the skills of
creativity, learner control, motivation and participation in their students (Jonassen et al.,
1999; Reigeluth, 1999; Firth and Wagner, 1997). This training and support is particularly
important for those who are novices in using technologies in learning environments (Hazari,
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1998). The support of instructional designers and other relevant technical staff allows
teachers to focus on the teaching and learning aspects, and specifically on designing activities
that will use the online tools to provoke intelligent responses from the students (Reeves,
1997). As a result, many institutions have established dedicated units to provide technology
training and support to teaching staff, and most institutions select LMSs that are designed to
cater for varied levels of learning and implementation.
Learning objects can help improve the efficiency of course design. These learning objects can
be defined as independent chunks or units of teaching materials that may be designed for one
course, but made available for repeated use in other courses. Expert designers can save time
in the design of new units by using reusable units, and can increase course quality through
this process (Wiley, 2000). In addition, Knowles et al. (2005) note that some learning tasks
which are designed today can serve multiple purposes and could be used by learners in
educational institutions, as well as in a general public setting. Collaboration among teachers
for the design and development of online learning resources, methods and ideas is perceived
to result in higher quality learning materials (Hedberg et al., 2002).
2.6.3

Evaluating online learning

2.6.3.1

Defining ‘quality’

The concept of ‘quality’ within education and learning environments has been widely
discussed, however no single definition has been agreed upon. Garvin (1988) argues that
quality is difficult to define since it is about identifying ways and means of improving a
process in order to achieve predictable positive results, and Nichols (2002), similarly,
describes quality assurance as a journey rather than a destination. Harman and Meek (2000)
identify the desired ‘destination’ as a management system and assessment procedures that
ensure that the final output upholds the required quality of the product, while Gunn (2001)
argues that outcomes of effective online learning must be identified before the issues that
determine the quality of online learning can be analyzed. The Australian Vice-Chancellors
Committee (2000) defines quality assurance as the policies, attitudes, actions and procedures
necessary to ensure that quality is being maintained and enhanced. Kenny and McNaught
(2000) describe quality assurance as a system that plans, controls, implements and
continuously checks its system to ensure that the quality of the product is maintained
according to set policies, with the purpose of quality assurance being to measure and
therefore demonstrate the quality of a product or process (Copper, 2002). This research will
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apply the definition of quality proposed by the Australian Vice-Chancellors Committee
(2000).
2.6.3.2

Benchmarks, standards and guidelines

Quality learning today requires experts from different universities, organisations and people
in the same field to collaborate and contribute their ideas, experiences and advice in
designing a particular learning project (Kennedy et al., 2003). One of the challenges of
assessing the effectiveness of different learning environments is that there has been a lack of
research into the role of technology in the classroom. Assessment instruments used in
traditional educational settings are often applied directly to evaluate online education, while
the effectiveness of the technology component is not assessed (Hazari, 1998). In order to
achieve quality in online courses, it has been argued (Cooper, 2002;DETYA, 2000;Hedberg
et al., 2002; Nichols, 2002) that teachers and online learning designers must follow a set
framework, criteria, policy or checklist to plan and design effective online learning materials.
Such policies and frameworks will embed best practice and relevant pedagogical methods, as
teachers learn and use technology in the online environment (Collis, 1996; Grabinger and
Duplap, 1995; McNaught, et al., 2000). The goal of these structures is to support the
integration of technology into learning and teaching. While no single evaluation tool is
widely accepted, many researchers (Collis, 1996; Goodyear and Salmon, 2002; Martin et al.,
2003; McNaught, 2001; Salmon, 2000) argue that the frameworks that have been developed
by institutions have made it possible to measure the effectiveness of their online learning
environments.
Some researchers (Mishra et al., 2002) believe that, while policies and guidelines for
designing online learning are necessary, they do not always produce effective and quality
online learning environments. They may limit creativity and the ability of teachers to express
their best teaching practices fully, as they tend to use other people’s ideas. Some (King, 2002;
Wood and Smith, 2001) suggest that instructional designers are the best equipped to design
online learning experiences because their knowledge and experience gives them the potential
to suggest the most appropriate methods of presenting the learning tasks in the online
environment. Although quality assurance policies and documents for online learning are
available in most education systems, they are yet to be widely adopted (Nichols, 2002) due to
the time demands of creating quality assurance procedures.
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A Pew symposium on learning and technology discussed the numerous sets of principles for
good practice in online courses established in various studies, noting that such principles
were produced in response to the need to address the particular challenges of online teaching
and learning. The symposium identified three challenges to be considered in online courses
(Twigg, 2003):


New, separate quality assurance standards are required;



Most programs have low (or no) quality standards; and



There is no consensus on the meaning of learning quality.

A National Education Association and Blackboard, Inc.'s study conducted by the Institute for
Higher Education Policy (IHEP) assembled a list of 45 ‘benchmarks’ based on studies on the
same topic, and tested these benchmarks by interviewing leading practitioners in the field.
The outcome of this research was 24 benchmarks to ensure quality in online distance
education (Phipps and Merisotis, 2000), established by dropping 13 of these benchmarks,
adding another three and combining the overlapping ones.
A report by the Southern Regional Education Board recommended that systematic and usable
user rating systems should be based on the presence of elements generally accepted by
experts as good practice, rather than on generalisations. Institutions should be encouraged to
develop more effective evaluative systems to learn student views concerning the quality of
their learning. Evaluating student readiness for an online experience should be cited as a
criterion for gauging the appropriateness of online learning in a particular course (Southern
Regional Education Board, 2002).
The Australian Universities Teaching Committee funded a project designed to assess the
quality of online courses. It was aimed at identifying and producing generic online learning
resources that would assist teachers to develop effective and quality learning activities for
students. The project used engagement of students, acknowledgement of the learning context,
challenging students, and providing practice as four sets of criteria for quality learning, as
proposed by Thornburg (1991), and these four criteria guided the team members in preparing
the Evaluation and Redevelopment Framework used by participants to evaluate the quality of
certain online courses.
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Ten pedagogical dimensions of interactive learning were proposed by Reeves & Reeves
(2003): pedagogical philosophy, learning theory, goal and task orientation, source of
motivation, teacher role, meta-cognitive support, collaborative learning, cultural sensitivity
and structural flexibility, and he also recommended evaluation of each one of these
dimensions.
Similarly, Achtemeier et al. (2003) studied teaching and learning effectiveness using the
Seven Principles of Good Practice in Undergraduate Education, developed by Chickering and
Gameson (1983) and Graham and Cagiltay (2001). Through assessment of the eight areas of
concern, it appeared that student/teacher contact, satisfaction with learning activities, clearly
articulated course goals and overall evaluation of the course were the most important items
based on frequency of inclusion. The findings also indicated that it is crucial to evaluate
students’ skills and knowledge of technology for online learning. Bourne et al. (2004) and
Achtemeier et al. (2003) added that it is important to measure students’ perception of the
teacher’s subject knowledge, availability, enthusiasm, question-answering ability and overall
performance.
In addition to their opinion on the importance of assessing criteria against the explicitly stated
outcomes of each course as well as the Seven Principles for Good Practice in Undergraduate
Education, Palomba and Banta (1999) suggest that it is important that higher education
institutions consider online evaluations as the starting point for construction, revision or
evaluation of any online course. The criteria for evaluating online courses are often set by
external stakeholders, but “the interests of the teacher and students are also driving forces
within evaluation policies, and comprehensive evaluation includes measures of satisfaction”
(Garrison and Anderson, 2003).
Earlier studies have examined the benefits and effectiveness of online learning (for example,
Block and Dobell 1999; Roffe 2002). However, these studies have been conducted with
different setups, using different methods and with variances in how the benefits are
measured. There are several models and theories of evaluation which consider various
variables and factors such as the product itself, Return on Investment, performance evaluation
and benchmarking models (Chua and Dyson 2004; Uys 2007). This study will consider
several learner-related variables, environmental variables, technology variables, contextual
variables and pedagogic variables. Each of these variables may also involve other
interdependent variables.
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2.6.3.3

Academic performance

The academic performance of students who have been taught in different learning
environments has been shown to vary, despite research suggesting that there is little
difference pedagogically between online and traditional learning strategies (Berge and Myers,
2000). An assessment by Hislop (1999) suggests that the academic performance of students
who engaged in online learning was equal to, and sometimes better than, the academic
performance of students who used only traditional learning. A study by Schutte (1996)
aiming to compare traditional classroom with online learning found that students who
engaged in online learning achieved more, had significantly higher perceived peer contact,
spent more time on class work, had greater flexibility and had a better understanding of the
material at the end of the semester, compared to traditional classroom learning. Likely
reasons for the strong performance of online learning included the high level of interaction
among students, the need for students to apply more self-discipline, the provision of greater
support, and a transitional period for students to adjust to the new (online) learning
environment.
However, studies by Schutte (1996), Achtemeier et al. (2003) and Mitchell et al. (2001)
demonstrated that face to face interaction, which is lacking in online learning, has a positive
impact on student test performance. Loos and Diether (2001) reviewed distance and online
programs and determined that many used assessments based largely on factual knowledge,
and did not test students’ abilities to apply their knowledge in ‘real’ situations. This claim is
supported by Hughes and Daykin (2002), who found that online courses lacked critical
thinking and discussion among students. On this basis, it could be argued that the level and
type of assessment in traditional and online courses is inconsistent, and therefore outcomes
may not be directly comparable.
2.6.3.4

Satisfaction

The satisfaction of students, as key stakeholders in education, is one of the factors critical to a
program’s success (Peters and Waterman, 1982). 24 benchmarks for excellence in Internetbased distance learning were identified by the Institute for Higher Education Policy and used
to construct a sample of the kinds of questions that could be posed to participants to create a
satisfaction index for a course (Heterick and Twigg, 2001). Satisfaction was shown to be a
quality variable in determining the comparative quality of different approaches in education.
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While essentially subjective, satisfaction is an important variable as it relates directly to the
biggest stakeholder in education: the student.
Student satisfaction with an online course is often a reflection of its quality, therefore, the
practice of online learning will continue to benefit by effectively measuring student
satisfaction. In addition, the need to evaluate students’ satisfaction with their overall learning
experience and with key elements of those experiences grows as online education continues
to evolve in complexity (Sener and Humbert, 2003). Howard et al. (2004) extracted four
possible constructs from 22 variables, derived from their research questionnaire, that
reflected the learners’ satisfaction, namely: interaction with the teacher; fairness of the course
content; classroom interaction; and value, technology and learning. Heterick and Twigg
(2001) suggest that students should be asked specific, pre-structured questions about their
experience, which take into account the attributes experts believe are necessary for ensuring
high quality instruction.
An empirical investigation to explore the relationships between student perceptions and
course design factors in 73 State University of New York Learning Network courses in
Spring 1999 found three factors that significantly influenced students’ satisfaction and
perceived learning. These are: clarity of design, interaction with teachers, and active
discussion among course participants (Swan, 2001). The importance of interactions as
measures of satisfaction has also been indicated in Arbaugh’s (2001) study on teacher
immediacy behaviours in online courses. ‘Immediacy’ refers to communication behaviours
that reduce social and psychological distance between people (Arbaugh, 2001, p.43), while
‘immediacy behaviours’ are associated with student motivation and learning in the
conventional classroom (Menzel and Carrell, 1999). Arbaugh (2001) indicated three other
variables in addition to the teacher’s immediacy behaviour, which are together considered to
be significant in measuring student satisfaction in online courses: student attitudes toward the
course software, course length, and prior student and teacher experience with online courses.
Accordingly, student enjoyment is not the only indicator in determining satisfaction in online
studies.
Gunawardena and Duphorne (2001) tested the Adult Distance Study Through Computer
Conferencing model developed by Eastmond (1994) to determine whether learner readiness,
online features, and computer-mediated communication were associated with satisfaction.
Student readiness was found to positively correlate with satisfaction, meaning that students
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who are already experienced with using technology in their daily lives are more likely to
appreciate online or blended learning approaches.
2.6.4

Blended learning in the Middle East

A primary consideration of this study is the success that blended learning can achieve in
Middle Eastern settings, both in general and in learning the Arabic language for non-native
speakers. Several studies of blended learning implementations to date were identified and
reviewed with respect to this matter. Many of these studies refer to ‘blended learning’, and
this term has been used for consistency below. However, analysis of the discussions in these
studies suggests that the majority of discussion refers to the technology element (that is,
online learning), rather than to blended learning as a whole.
Alebaikan and Troudi (2010) conducted a study that considered the challenges and
perspectives of making use of blended learning in Saudi Arabian universities. This systematic
review found that one of the challenges of implementing the blended learning approach was
ensuring compatibility with traditional university culture in Saudi Arabia. Alebaikan and
Troudi (2010) considered that in Saudi Arabia, the prevalent university culture was still
teacher-centric, with students depending on teachers to provide learning content, which they
in turn absorb and apply. This is very different from the current blended learning ‘e-learning
2.0’ concept which is based on constructivist theory. In this, students are expected not simply
to absorb content but to contribute to its development. Therefore, Alebaikan and Troudi
(2010) inferred that Saudi Arabian universities seeking to utilize blended learning must first
work towards evolving the existing culture. The second challenge identified was a lack of
research on which of the many available designs is the best fit for the Saudi Arabian student
population. There are many issues that must be considered in relation to the design, such as
the resources available to the university, the match between the existing technological
knowledge of students and the prerequisite technological knowledge for using the system,
and the extent to which the system is culturally compatible with Saudi Arabian sociological
mindsets on matters such as gender segregation. The third challenge identified by Alebaikan
and Troudi (2010) was time. As more technology is developed, the risk of previously
developed technology becoming obsolete increases. This makes it difficult for higher
education institutions in Saudi Arabia to determine in which systems they ought to invest.
Much of this also relates to the evolution of technology use among Saudi Arabian society. As
people in Saudi Arabia become more technologically adept, and younger digital natives grow
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up and enter higher education, the demand for blended and completely online systems
increases, and this places pressure on higher education institutions to make decisions on
which courseware systems to acquire. Alebaikan and Troudi (2010) considered that blended
learning was an important element of modern higher education and that higher education
institutions in Saudi Arabia should begin integrating blended learning approaches. However,
Alebaikan and Troudi (2010) also acknowledged the relevance of the different challenges
faced by Saudi Arabian institutions, and suggested that further quantitative research be
conducted to help institutions overcome the identified difficulties.
In addition to those presented in Alebaikan and Troudi (2010), AL-Sarrani (2010) presented
another concern with regard to developing blended learning systems in Saudi Arabia: the
professional development needs and ideological concerns of teachers who are expected to
utilise the blended learning approach. AL-Sarrani (2010) carried out a mixed method study
that collected data from the teachers in one Saudi Arabian university. Qualitative analysis
revealed that teachers had three major issues with regard to the implementation of blended
learning. First among these was professional development, with many of the teachers
concerned that they were unprepared for taking on blended learning strategies. While many
of the teachers claimed to know how to utilise a number of technological devices, most of
them claimed that their proficiency with these devices was only on a level of personal use,
and not at a level that allowed integration into their teaching. The teachers believed that it
was necessary for them to undergo more training that taught not only the proper use of
specialised technology, but provided ideas on the application of such technologies in blended
learning settings. The second concern brought forth by the teachers was structural
preparedness. While the university had Internet connectivity, wireless connectivity was still
problematic, making it difficult to implement blended learning in a class. Furthermore, some
of the teachers complained that they did not have Internet connectivity at home, which would
also impair their ability to extend instruction to blended learning activities outside the
classroom. Finally, the teachers raised the need for adequate technical support for blended
learning.
Quantitative analysis conducted by AL-Sarrani (2010) provided further insights into the
perceptions and concerns regarding the adoption of blended learning. Males were generally
more positive about the implementation of blended learning than females. Also, those who
were already using some form of technology in their teaching were more likely to have
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positive perceptions about developing a blended learning system for the university than those
who did not use technology. These findings suggest that considerable orientation also needs
to be conducted among Saudi Arabian teachers in order to prepare institutions for blended
learning. In particular, females who are less exposed to technology need to be better
acquainted with blended learning courseware so that they can become more aware of the
potential of such systems to improve learning outcomes.
Badawi (2009) conducted research that sought to determine the effectiveness of blended
learning for improving the pedagogical knowledge and performance of prospective teachers
of English as a foreign language in Saudi Arabia. The study recruited 38 senior students from
the University of Tabuk who were all studying to become English as a foreign language
teachers. A blended learning module was developed and administered to half of the students
(randomly selected), while the other half was provided with traditional instruction. Preassessments and post-assessments of pedagogical knowledge were conducted. Performance
was measured against a performance scale used in observing the students during their
practice teaching. The results (Badawi, 2009) showed that the students who were taught
under the blended learning system scored significantly higher in the knowledge postassessments than the students who were taught using the traditional method. No difference
was found in the knowledge pre-assessments of the two groups, indicating that the two
groups were comparable prior to undertaking their respective learning modules. This finding
supported the idea that English as a foreign language teachers learned better from the blended
approach than from the traditional approach. However, no significant differences were found
in the performance levels of the two groups, indicating that the difference in the two group’s
knowledge did not translate to a corresponding difference in their performance.
While Badawi (2009) focused on how blended learning is able to improve the knowledge of
second language teachers, other studies focused on second language learners. Specifically,
Alshwiah (2009) and Essam (2010) both sought to determine the added value that blended
learning can give to teaching second language vocabulary in Saudi Arabia. The study
involved 50 students who had underperformed in their English Language Entry Examination
(Alshwiah, 2009). These students were randomly divided into two groups, where one was
taught using the blended learning approach while the other used the traditional, completely
face to face approach (Alshwiah, 2009). Measures of competence and attitudes towards the
learning experience were recorded. While there was no pre-testing conducted, it was assumed
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that the two groups were comparable since both of them came from the same subgroup of
students. Based on the outcomes of the study, it was found that students in the blended
learning group had a significantly more positive attitude towards learning the English
language than students who were assigned to the traditional group (Alshwiah, 2009). The
students in the blended learning group generally regarded second language learning as an
enjoyable and pleasant experience. However, a comparison of the overall grades that were
achieved by the two groups showed no significant difference (Alshwiah, 2009). That is, those
in the blended learning group learned just as much as those in the traditional group. Based on
the qualitative data, this study indicates that blended learning has a positive effect on the
attitudes of students, which may be because of such students’ affinity with the digital
environment.
One of the most relevant studies reviewed in this section is the research conducted by Essam
(2010), because it bares some similarities to the objective of the present study. Essam (2010)
conducted a study on learning Arabic as a second language through a blended learning
approach that utilized software called Arab CAVL. 22 American students who were studying
in Egypt participated in the study. These students were provided with a pre-test on Arabic
vocabulary and then divided into two groups of 11 members each. One group was taught
Arabic vocabulary using the traditional method, while the other was taught Arabic
vocabulary using a blended learning approach that integrated the use of Arab CAVL. As with
Alshwiah (2009), the students were given a post-test on vocabulary and a survey on their
attitudes towards learning the language. The outcomes of the tests show that while the groups
did not differ in their Arabic vocabulary competence at the start of the study, the group that
underwent instruction using blended learning scored significantly higher in the post-test than
the group that used traditional learning. Furthermore, the blended learning group developed a
more positive perspective about learning Arabic than the traditional learning group. This is
consistent with the findings of other studies where blended learning was employed
(Alshwiah, 2009). This study provided some evidence that blended learning is more effective
than traditional learning in teaching the Arabic language to second language learners.
However, the study had several weaknesses, as acknowledged by its author. First, the sample
size selected by the study was small, considering that the study employed a quantitative
methodology. A sample of 22 students may not have been able to reflect the actual outcomes
from the second language learner population. Second, the study did not draw upon a strong
theoretical framework to support its outcomes, but merely reported findings and implied
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conclusions from it. Nonetheless, the study of Essam (2010) provides a detailed
methodological framework that can be easily replicated by the present study.
2.6.5

Relevance to this study

Moodle has been selected as the LMS for this study for the reasons listed above, as well as
due to its affordability. While most of the studies found were concentrated on the instruction
of English as a second language, some studies focused on other languages such as German.
There were no studies found that focused on teaching Arabic as a second language using
Moodle. This further adds to the value of the present study.
The e-learning element of this study is designed based on the existing traditional learning
materials, specifically, the Arabic Language Lessons book issued to students enrolled in the
course teaching Arabic as a second language at the Islamic University in Madinah. These
materials were digitised and modified for delivery in multimedia form (see Section 3.6).
The studies discussed above were used to inform the design and content of the pre-test
questionnaire, blended post-test questionnaire and traditional post-test questionnaire used in
this study (see Section 3.4). This study used the Arabic language tests completed as part of
the usual assessment in the Arabic Language Lessons course at the Islamic University in
Madinah.
The research design that was utilised by Essam (2010), which is similar to those used by
Alshwiah (2009), Badawi (2009) and AL-Sarrani (2010), is similar to the research design that
will be used in the present study (see Chapter Chapter 3 Research Methods). Based on
reviewed studies, the value of blended learning in second language learning within the
context of Saudi Arabia and the Arabic language has not been firmly established. While there
are many studies that have been conducted on a number of topics related to this matter, the
outcomes of these studies have been varied and at times conflicting, and the designs that were
used mostly involved small samples. This is particularly true with regard to the measurement
of the value added by blended learning to the learning competence of second language
learners. While there are some studies that indicated marked improvement in the performance
of students who undertook blended learning compared to those who underwent traditional
learning, the extent to which these small sample inferences can be generalised is
questionable. However, it has been established that blended learning is consistently able to
produce better results than traditional learning in relation to attitude; students generally prefer
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that technology be integrated in their language learning lessons. Another consideration made
in the review was the lack of proper theoretical grounding made by studies. Relevant theories,
such as the Cognitive Theory of Multimedia Learning and Connectionist Theory, were not
mentioned in the studies that considered the effectiveness of blended learning. These are
aspects that the present study intends to satisfy.

2.7

Affective Variables

It must be considered that aside from cognitive variables, there are affective variables that
can affect language learning. As pointed out by Pellerin & Montes (2012), second language
learning through blended learning needs to consider affective variables on learning a second
language and on using computer and internet technology in blended learning. Specifically,
the motivation of the students to learn a new language should be considered, as well as the
accompanying anxiety in attempting to do so. Correspondingly, the motivation and anxieties
of students in making use of computer technology for learning should also be considered.
Some students may be comfortable with the idea of learning a new language, but may be
anxious about using computer technology because they do not normally use it. This can have
effects on the outcomes of the study that are outside the control of the main variables. As
such, the study should consider measuring and reporting these affective variables along with
the main variables.

2.8

Conclusion

This chapter has reviewed the existing literature on which the work in the following chapters
is based. It provided published evidence for the changes in education arising from the
significant developments in technology in recent decades. The popularity of online learning
strategies, and the role of technology in second language learning, underpins this research.
Literature was presented to position the broader research questions of this study, which are
concerned with the effectiveness and student perceptions of blended learning (as compared
with traditional learning) for students learning Arabic as a second language. This review was
able to draw out several concerns that are important to the present study. Firstly, it was able
to differentiate among various learning strategies. Through this, the two learning strategies
that are focused on in this study, traditional learning and blended learning, were sufficiently
described, compared and contrasted. It was found from extant literature that whether one of
these two strategies is superior to the other is not clear. There are conflicting evidences found
in existing studies which have tested the learning outcomes from the two approaches.
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Secondly, it was found that the use of technology is becoming more and more prevalent in
education. This creates a greater need for research to be conducted in testing the applicability
of different computer resources to different learning contexts. Thirdly, it was found that
among the different theories of learning, those that are most applicable in the context of
comparing approaches for second language learning are the Cognitive Theory of Multimedia
Learning and the Connectionist Theory. These theories were found to fit the context of this
study best, based on both the critical analysis of each theory in relation to the present study
and a review of the language learning and technology application studies that have utilized
these theories as part of their frameworks. Fourth, this review was able to find that
considerable research has been conducted in the particular area of second language learning.
Two theories of second language learning that have emerged from these studies were found
to be Scaffolding Theory, Communicative Language Teaching, and Computer-Assisted
Language Learning. Each of these theories is relevant in understanding how a blended
learning system can be developed for Arabic as second language learners. This review was
also able to establish a firm understanding of Moodle, the software that is utilised in
developing the online component of the blended learning system. Finally, this review was
able to identify several gaps in existing literature. It was found that while considerable
research has been conducted in comparing blended learning approaches to traditional
approaches, in investigating the dynamics of language learning, and in determining the
feasibility of Moodle in different contexts, no studies have been conducted specifically in
determining whether a Moodle-based, blended learning system would be able to generate
better learning outcomes than the traditional approach for a course on Arabic as a second
language. Little research has been conducted on Moodle as applied to educational settings in
Saudi Arabia, little research has been conducted on the teaching of Arabic as a second
language, and no studies have been conducted to test the applicability of Moodle in teaching
Arabic as a second language and its comparative effectiveness when compared with
traditional learning strategies that are presently in place. It is this gap in extant literature that
this study seeks to fill through the methodology that is described in the following chapter.
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Chapter 3 Research Methods
3.1

Overview

This chapter presents a discussion of relevant research methods, and then describes the
research approach and design selected to address the research questions posed in this study.
Using a quantitative case study approach, this research was concerned with investigating
whether e-learning is able to enhance the learning outcomes of students enrolled in a course
teaching Arabic as a second language. To determine this, a comparative study was used to
evaluate the outcomes of students undertaking the course using different learning strategies –
traditional, face-to-face, classroom-based learning was compared with blended learning
incorporating a mix of face-to-face and e-learning. Both the perceptions and academic
performance of these students were measured in relation to each of the learning strategies.
This chapter presents the research approach selected to address the research questions. It
provides details of the case studies used, and the data collection and analysis undertaken. The
structure used to organise the five-week data collection phase of the research is also
presented.

3.2

Research approach

There are two broad approaches to research: quantitative and qualitative. Social studies in the
field of Information Systems use both qualitative and quantitative research approaches. Both
Corbetta (2003) and Mack et al. (2005) noted, in a comparison of the two research
approaches, that the choice of approach in any particular study is a methodological issue.
Mack et al. (2005) identified the main differences between the two approaches as pertaining
to the analytical objectives of the approaches, the type of findings produced by the research,
the type of data created, and the level of flexibility in the research design.
3.2.1 Quantitative research
Measurable data forms the basis of all quantitative research, which is concerned with
studying a specified cause of a relationship in addition to its effect (Silverman, 2004).
Quantitative research uses a research design that is based on a positivist paradigm. In a
positivist paradigm, the researcher assumes the role of an unbiased observer and
measurement taker, whose main role in the study is to create a controlled situation in which
measurements of the relevant variables can be taken, and then to perform corresponding
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analysis on the measurements taken in order to derive inferences in relation to the given
problem.
Quantitative research is based on four elements. The first among these is the element of
random sampling. In quantitative research, the interest of the study is ultimately to be able to
generalise the outcomes of the study from the sample to the population. The sample taken in
the research is often small enough to make the study feasible, but large enough to make it
sufficiently representative of the target population. At the same time, the sample must be
selected randomly.
To select a sample randomly means to give each member of the population an equal
opportunity of being selected in the sample. This is usually not directly feasible, especially if
the population is very large and is widespread. In such cases, the extent to which the
outcomes of the study can be generalised to the entire population may be limited. In addition
to choosing samples randomly, samples must also be assigned in a random manner. That is, if
there are two or more groups in which the samples of a study are placed, the manner in which
members of the sample will be selected to join one of the groups cannot be conducted
arbitrarily. Each member of the sample must be given an equal opportunity to be a part of any
of the possible groups. Not being able to do this would also affect the validity of the
inferences of the study.
The second element of quantitative research designs is closed measurement. This means that
the possible responses for each variable must be strictly defined. The definition can be broad
or narrow, and can even commonly including an infinite number of elements, but it is
essential for a definition to be provided. A variable that is not defined has an infinite number
of possible responses that cannot be analysed quantitatively. For example, an interview
question that asks the opinion of the respondent can yield a different response from each
respondent. This would disallow any sort of quantitative analysis, unless the responses can
somehow be categorised meaningfully under some definition, in which case that definition
would become the definition of the variable.
Related to this is the third element of quantitative research, which is quantitative assignment.
For every output of a variable that is to be used in a quantitative study, there must be a
numerical value that can be associated with it. Even when the variable only yields categorical
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outputs (such as gender), quantitative assignment must be made in order to be able to conduct
quantitative analysis.
The fourth element of quantitative research is statistical validity. The analysis of every
quantitative study is based on principles derived from statistics. This makes the
generalisations made through these studies subject to random uncertainty, which is always
present regardless of the outcomes derived. The extent of this random uncertainty is captured
by the confidence level assumed by the study, which may be arbitrarily selected based on the
common practice of studies in a given field. For example, if a 95% level of confidence is
assumed in the study, then this means that if another random sample is selected and the same
procedure is conducted, the results that would be obtained would be similar to what was
obtained 95% of the time. This means that the study is able to guarantee, based on statistical
principles, that if the study is repeated to infinity, it will only produce results contrary to what
was produced five times out of every one hundred repetitions. To the researcher as well as to
the layman, this is a reasonable indication that the inferences made by the study are sound,
though not absolute.
1.

Quantitative research of social phenomenon depends on the ability to quantify the
social facts and problems under investigation, and express them in a numerical
manner, in order to analyse them using statistical methods (Fowler, 2009; Ary, Jacobs
and Razavieh, 2002) (see Section 3.4.5) as well as standardised and objective
measures. It is heavily concerned with standardized, hard and objective data, which is
used for measuring, comparing and analysing variables rather than processes, and for
presenting and manipulating observations in a numerical manner in order to explain a
certain phenomenon (Denzin and Lincoln 1998; Zikmund, 2000; Creswell, 2003).
Numerical and graphical methods are often used to present the descriptive statistics in
a format that is simple to comprehend. Bryman (1984) argues that quantitative
research methods are useful for conducting social research that is related to the natural
sciences, with the positive approach particularly appropriate for addressing
phenomena with stable measures and for the examination of hypotheses.

3.2.2 Qualitative research
In contrast to quantitative research, qualitative research is considered most effective in
circumstances where theoretical knowledge and understanding of an issue is primarily
subjective, or is not widely understood (Hunter, 2004). Strauss and Corbin (1990) identified
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the four main qualitative methods used in social sciences (including the field of Information
Systems) as interpretation, comparative analysis, grounded theory and content analysis.
Qualitative research methods involve collecting data through interviews, in order to obtain
unobservable information related to the perceptions of individuals (i.e. the participants), as
well as their attitudes and behaviours. Consequently, such research makes it easier to identify
individuals’ true behaviours and interactions within their environment (Denzin and Lincoln,
2000). Qualitative research, which allows the summation of large quantities of data, provides
rich and descriptive findings that seek to describe the real world (Burns and Burns, 2000).
The qualitative approach is used to describe the process by which social meaning is
constructed, and must consider the impact of the interaction between the researcher and the
issue being examined when attributing meaning to findings (Denzin and Lincoln, 1998;
Zikmund, 2000; Creswell, 2003). It does not allow issues to be measured in any exact way in
relation to intensity, quantity or frequency.
Qualitative research is regarded as a suitable approach for developing recognition of people’s
experiences in terms of their nature or meaning as well as their perception and attitudes. It
allows the researcher to become close to the issue, developing a clear understanding of the
issue under examination (Deshpande, 1983), and allows the researcher to revise original data
concepts, themes and forms with the participants (Miles and Huberman, 1994).Denzin and
Lincoln (1998) argue that it is useful in cases where there is not enough information on the
social phenomena, where such a phenomena is not fully understood and in research fields
which have limited knowledge identified.
The quantitative approach to research usually uses a deductive model, in which a hypothesis
is proposed and then examination of the variables is conducted. The results of this
examination are the evidence used to determine whether the hypothesis is correct. In relation
to this, the hypothesis as it is operationally utilised in quantitative research is a statement that
can either be considered as having sufficient evidence or not having sufficient evidence
(Vogt, 2006). The null hypothesis is the hypothesis of non-significance. That is, it is a
statement that denies the statistical significance of an issue. For example, a null hypothesis
can state that there is no significant difference between the means of two variables, or that
there is no significant correlation between two variables.
The alternative hypothesis is the statement of significance, which is contradictory to the null
hypothesis. In the deductive perspective of quantitative research, in order to prove that there
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is sufficient evidence to reject the null hypothesis for the population, the study needs to find a
sample that can statistically represent the population, and then conduct statistical testing to
see if such sufficient evidence to reject the null hypothesis exists (Vogt, 2006). If this is
found, then it would imply that the null hypothesis can also be rejected for individual
members of the population. This is a deductive approach, in which the direction of the
inference is from the general to the specific (Vogt, 2006).
The qualitative approach usually makes use of an inductive model – an open and interactive
model in which the theory comes after the observation. In this approach, it is not intended to
select a sample that can be argued as statistically representative of the sample. It is also not
necessary to formulate a hypothesis that would be tested. Instead, a research question is
asked, and this is answered through qualitative inquiry; asking the perspective of relevant
stakeholders and consolidating these responses. If the responses of these stakeholders are
regarded as authentic, then they are transferred to the general population. This is the inductive
process, in which the direction of the inference is from the specific to the general (Vogt,
2006).
Corbetta (2003) argued that appropriate data collection allows participants’ points of view,
behaviours and attitudes regarding the issue under examination to be recorded, even if they
cannot be directly observed. Bryman (2008) has shown that, while qualitative results from a
certain population may not always be generalizable, they are useful for building and
modifying theories. Quantitative research is also particularly useful for studying particular
behaviours or issues that have been previously identified through qualitative research (Patton,
2002). This is the approach taken in this study.
3.2.3 Justification for selection of qualitative research approach
There is already a significant amount of literature on e-learning, its associated benefits and
challenges, and issues surrounding its implementation (see Chapter 2). For this reason, this
study does not seek to develop a deeper understanding of e-learning per se. Rather, this study
applies existing knowledge to a new area: whether e-learning can provide an improved and
more effective learning experience for students studying Arabic as a second language in
Saudi Arabia (see Chapter 2 for a discussion of the unique value of this research). Therefore,
a quantitative approach will be used in this study. Data related to both participant perceptions
and performance will be collected, and the results for traditional and blended learning
compared to assess the value of e-learning in this environment.
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3.3

Case study approach

A case study can be conducted on a person, a group, an institution, a society, an event or a
setting (Cohen, Manion and Morrison, 2000). In some situations, such as when analysis may
lead to critical findings, research is conducted on a single case only. Often, multiple cases are
studied to inform a single piece of research. It is argued by Yin (2003) that analysis of
multiple cases is the more common approach, and that this allows for more robust and
compelling results. It is possible to view a number of people as separate cases, or treat them
as a group and therefore a single case, depending on the purpose and situation of each piece
of research. The unit of analysis in case study research is a single case, regardless of whether
the case is constituted of one person or many people. When similar findings are made in
multiple cases, this assists the process of examination and enhances the value of the research
outcomes. Yin (2003) stated that findings should be independently drawn and recorded for
each case study in a similar way to the recording of findings for scientific experiments. These
findings should not be combined to draw an overall conclusion, but rather each finding
should be used as evidence for the suggested theory, or to support a modification to it.
The case study approach is a strategy used to design research to test a certain social
phenomenon in its natural setting, and requires evidence to be collected from more than one
source (Yin, 2003). The approach has been shown to facilitate holistic interpretation and
analysis of social phenomena in complicated societies within a real world context (Yin,
2003). Since the conduct of a case study helps both participants and researchers to reflect on
their perceptions during the process of developing answers and communicating their point of
view of the issue under examination, the approach is ideal for assisting researchers to
gradually develop a full and rich understanding of social issues. For this reason, case studies
are also a helpful tool for developing theory (Eisenhardt, 1989).
Case studies require methodical planning (Cohen, Manion, and Morrison, 2000), to ensure
evidence is collected in a systematic way, as well as to detect relationships between variables
or processes. Cohen, Manion and Morrison (2000) state that depth, rather than breadth, is the
main concern of a case study. A case study is usually performed in a setting that is as close as
possible to the real world setting, to ensure that validity is established. Multiple data sources
are typically used. Bassey (1999), on the other hand, argues that when the setting is
educational, the case study is usually interested in the understanding of educational
behaviours to improve the educators’ conversation and thinking. Cohen, Manion and
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Morrison (2000) noted that the results of case studies can be heavily influenced by the
perspectives of individuals as well as their personal constructs, so it is important to clearly
identify any unique aspects of a case study. Both environmental and personal situations that
may impact on subjective findings should be regarded as of great importance.
A case study approach was used in order to thoroughly understand the issues under
examination in this research. This approach was chosen as case studies allow both
experiences and explanations to be documented (Yin, 2003). The current study is concerned
with determine the participants’ responses to Traditional and Blended learning strategies in a
controlled learning environment, and recommend modifications for improving the learning
experience for learners, as suggested Yin (2003). According to Yin (2003), the greatest
benefit of applying a case study approach comes when the case encompasses a new
phenomenon in its real-life context.
While e-learning is not a new concept, there has been little research on the role of e-learning
in Saudi Arabian education, or in relation to teaching Arabic as a second language. In this
study, participants will be researched within their real life learning context. Previous research
(see Chapter 2) has been used to design this study and the data sources. Hypotheses have
been developed based on existing literature (see Section 3.7). These hypotheses will be tested
through the case studies, using the case study approach to prove, disprove or modify the
hypotheses as determined by the results. While the use of hypotheses is broadly used, some
(Hitchcock and Hughes, 1995; Mertens, 1998) suggest that use of a case study approach to
prove hypotheses may be regarded as a limitation of a study since the focus of the case study
becomes the hypotheses; it is possible that some interesting findings from the case study may
be missed due to the focus on the issues identified in the theoretical proposals. However, use
of hypotheses to focus a case study allows the researcher to collect a smaller volume of data
which can then be analysed in greater detail.
3.3.1

Case study selection

Case study and participant selection was conducted in a purposeful manner (i.e. not random).
This is common practice in quantitative studies (Mertens, 1998). It was necessary to select
participants who were able to provide meaningful and accurate information about the issue
being researched, with the goal of receiving repeated, similar feedback from participants
(Yin, 2003). Literal or theoretical replication in results indicates that the findings would be
similar if the study was repeated with a different participant sample. Consequently,
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participant selection impacts directly on the repeatability of the findings, and therefore on the
value of the conclusions drawn (Mertens, 1998).
3.3.2

Description of the case studies

In this research, two case studies were used. Each case was a class of students studying at the
Islamic University in Madinah. The Islamic University in Madinah was founded by the
government of Saudi Arabia by a royal decree in 1961. It is a modern higher education
university that specialises in delivering Islamic subjects. Approximately 80% of the 6,000
enrolled students are international students. The university is culturally diverse and boasts
enrolments from almost all nationalities.
International students with no knowledge of Arabic can enrol in a two-year course to study
the Arabic Language at the Arabic Language Institute, which is part of the Islamic University
in Madinah. Once students achieve an overall 80% average in their Arabic language studies,
they are permitted to enrol in one of the University colleges to study Islamic Studies.
Students are assigned to a study level within the Arabic Language Institute based on their
language skills. Within the same level, students are randomly distributed across all classes, so
it is expected that performance across all classes within a study level is similar. For this
research, two classes within the first (most basic) level of the Arabic Language Lessons
course were selected. Each class was treated as a separate case study. Each of the two classes
consisted of 31 students, therefore a total of 62 participants were involved in the research.
The classes were labelled Group A and Group B for the purposes of this study.

3.4

Data collection and analysis

It is essential to undertake a detailed planning process before commencing data collection.
This planning should address the concepts to be measured, the stages of design, and the issue
of sampling.
Rules for the selection of data sources and research methods are not specified within the case
study approach. Researchers are able to utilise multiple data sources and varied research
methods within a case study to explore the questions posed in their particular study. The use
of multiple methods promotes the validity of findings through triangulation (Denscombe,
1998). According to Denscombe (1998), triangulation is the process of determining the
answer to a research problem through multiple means, with the purpose of using the different
means as a way to countercheck the inferences made by each one of them. Triangulation is a
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powerful research strategy because it enables the researcher to determine whether the answer
that it was able to obtain through one method is also obtainable through a different method.
Doing so avoids method-bias, which occurs when the method selected affects the outcomes
of the study. By showing that different methods yield the same outcomes, the research is able
to gain greater credibility.
Consequently, Yin (2003) argued that research results are more valid and more convincing
through triangulation. When collecting large amounts of data from multiple sources, it is
important to use a framework for both the collection and analysis of this data (Yin, 2003).
This framework can ensure that the data collection is focused on the aims of the study and is
limited to the specific issue under examination. Templates are useful for facilitating this
structured collection (Miles and Huberman, 1994). This research used a pre-defined set of
questionnaires and quizzes to collect all required information (see Section 3.4), to ensure that
all relevant areas were addressed and that all participants were asked consistent questions,
allowing for comparison of participant responses.
While it is essential to have a clearly structured framework that specifies the data to be
collected from a case study, it is essential that the researcher has some flexibility to modify
and extend the data collection during the research if required (Yin, 2003). When findings are
incomplete or questionable, additional data collection can provide clarity. Extended data
collection is often unnecessary when the original data collection framework is thoughtfully
designed and incorporates triangulation. In this research, the data collection framework was
limited to the questionnaires and quizzes described below. However, teacher observations of
participants, participant discussions on e-learning, e-learning task and quiz completion, and
informal participant feedback comments were also recorded as supporting data in case they
were required to explain anomalies in the results (see Chapter 4 Results and Discussion). This
supporting data was not required and is not presented in Chapter 4 however, reference to
relevant items is made in Chapter 5 Conclusion for completeness.
Participants completed a number of questionnaires and tests during the five-week period of
the study, in order to ascertain information about how to improve teaching Arabic as a second
language. Each of the questionnaires and tests is described below.
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3.4.1

Pre-test questionnaire

The Pre-Test Questionnaire was completed by each of the 62 participants during week 1. It
recorded demographic information. Excluding questions related to age, native language and
length of study in an Arabic country, all questions were closed (multiple choice). See
Appendix A: Pre-Test Question for a copy of the Pre-Test Questionnaire.
The Pre-test questionnaire and both Post-test questionnaires were presented in the English
language, as opposed to the Arabic language, because this was the native language for the
majority of the students who participated in this study. English was chosen because it was
expected that participants would be less likely to make mistakes in following the directions of
the questionnaire in the English language rather than in Arabic. Any such mistakes cannot be
detected by the study (e.g., answering “satisfied” when what the student wanted to answer
was “not satisfied”), so this step was taken proactively to ensure that any such mistakes were
minimised.
3.4.2

Post-test questionnaire (Blended learning)

The Post-Test Questionnaire (Blended learning) was completed by each of the 62 participants
at the end of their two-week period experiencing the Blended learning strategy. This
Questionnaire, based on issues identified in the literature (Ary, Jacobs and Razavieh, 2002;
Berge and Myers, 2000; Cohen, Manion and Morrison, 2000; Curran, 2002; Graham et al.,
2000; Mitchell et al., 2001; Schutte, 1996; Stacey and Rice, 2002), recorded participant
perceptions of Blended learning (see Section 2.6.3.4 for a discussion of the impact of
participant perceptions). All questions were closed (5-point and 7-point Likert rating scales
(strongly agree to strongly disagree for the 7-point scale and not satisfied to very satisfied for
the 5-point scale) to allow for quantitative analysis.

The choice of a mix of Likert scales instead of a uniform scale was made after considering
the nature of the variable being measured. A 5-point scale was used to measure satisfaction
while a 7-point scale was used to measure responses related to agreement. For the variable of
satisfaction, the possible responses are narrow because there is no middle ground. That is,
there is no such response as being neither satisfied not dissatisfied. Measurement of the
extent of satisfaction ranged from being very satisfied to being not satisfied at all. As such,
the 5-point scale was preferred. On the other hand, for agreement, it is possible to have a
middle ground – that is, to neither agree nor disagree. If a narrow scale is used, respondents
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are more likely to select the middle response. A 7-point scale was thus implemented in order
to allow the respondents to deviate from the middle ground response slightly (mildly agree or
mildly disagree) and avoid collecting data in which the majority of the responses was the
middle response. See Appendix B: Post-Test Questionnaire for a copy of the Post-Test
Questionnaire (Blended learning).
3.4.3

Post-test questionnaire (Traditional learning)

The Post-Test Questionnaire (Traditional learning) was completed by each of the 62
participants at the end of their two-week period experiencing the Traditional learning
strategy. This Questionnaire, based on issues identified in the literature (Ary, Jacobs and
Razavieh, 2002; Berge and Myers, 2000; Cohen, Manion and Morrison, 2000; Curran, 2002;
Graham et al., 2000; Mitchell et al., 2001; Schutte, 1996; Stacey and Rice, 2002), recorded
participant perceptions of Traditional learning (see Section 2.6.3.4 for a discussion of the
impact of participant perceptions). All questions were closed (5-point and 7-point Likert
rating scales (strongly agree to strongly disagree for the 7-point scale and not satisfied to very
satisfied for the 5-point scale) to allow for quantitative analysis. The choice of a mix of Likert
scales instead of a uniform scale was made after considering the nature of the variable being
measured. A 5-point scale was used to measure satisfaction while a 7-point scale was used to
measure responses related to agreement. For the variable of satisfaction, the possible
responses are narrow because there is no middle ground. That is, there is no such response as
being neither satisfied not dissatisfied. Measurement of the extent of satisfaction ranged from
being very satisfied to being not satisfied at all. As such, the 5-point scale was preferred.
On the other hand, for agreement, it is possible to have a middle ground – that is, to neither
agree nor disagree. If a narrow scale is used, respondents are more likely to select the middle
response. A 7-point scale was thus implemented in order to allow the respondents to deviate
from the middle ground response slightly (mildly agree or mildly disagree) and avoid
collecting data in which the majority of the responses was the middle response. See Appendix
C: Post-Test Questionnaire (Traditional learning) for a copy of the Post-Test Questionnaire
(Traditional learning).
3.4.4

Arabic language quiz 1 & 2

Arabic Language Quiz 1 was completed by each of the 62 participants at the start of week 2
and again at the end of week 3, to assess the change in their Arabic language ability as a
result of the two weeks of Arabic language instruction. See Appendix D: Arabic Language
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Quiz 1 for a copy of Arabic Language Quiz 1 (original Arabic version) and Appendix F:
Arabic Language Quiz 1 – English Translation for the English translation.
Arabic Language Quiz 2 was completed by each of the 62 participants at the start of week 4
and again at the end of week 5, to assess the change in their Arabic language ability as a
result of the two weeks of Arabic language instruction. See Appendix E: Arabic Language
Quiz 2 for a copy of Arabic Language Quiz 2 (original Arabic version) and Appendix G:
Arabic Language Quiz 2 – English Translation for the English translation.
Both Quiz 1 and Quiz 2 were developed to reflect the structure and level of difficulty of
examinations used in the course previously. They were deemed to be equivalent to previous
examinations by the Arabic Language Lessons course teacher. Questions required a mixture
of closed and open responses. The open responses were assigned a mark, allowing
quantitative analysis to be conducted on final scores achieved in these quizzes.
3.4.5

Data analysis

This study utilised the data gathered through the questionnaires and quizzes to answer the
research questions. See Appendix H for detail of the question types included in each data
source, and see Appendices A-G for copies of each questionnaire/quiz.
All data collected was quantifiable, and was analysed using the Statistical Packages for Social
Sciences SPSS. Statistical analysis of the results used descriptive and inferential statistics,
including item means, standard deviations and t-tests.
Descriptions of each of the different statistical analysis tools that were used are presented in
the following paragraphs.
Descriptive statistics use a collection of procedures to summarise datasets (Bluman, 2008).
The following paragraphs provide a discussion of the different descriptive statistics based on
Bluman (2008). The principle of each descriptive statistics measurement is to combine the
elements of a dataset into a single number that best represents the dataset in some way. Each
descriptive statistic measure has its own formula or method of computation, and some
measures are more applicable than others depending on the dataset. The measures of
descriptive statistics are generally divided into two types; there are the measures of central
tendency and the measures of variability. The measures of central tendency determine the
statistics that can best describe the general value of a dataset. That is, a measure of central
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tendency provides researchers with an idea of what value best describes what is returned by
the variable.

3.5

Structure of the study

The case studies were conducted over a five-week period. Each case study had 10 hours of
scheduled classes each week during this period. Participants completed ten language lessons
over the course of this research.
The structure of the study, including the activities conducted and recorded each week, is
explained below.
Table 3.1 Schedule of implementation of Blended and Traditional learning
WEEK
1

Group
A

Start Week
2

2&3

End Week 3

Start
Week 4

4&5

End Week 5

Pre-Test

Blended
Learning

Post-Test
+
Questionnaire

Pre-Test

Traditional
Learning

Post-Test
+
Questionnaire

Pre-Test

Traditional
Learning

Post-Test
+
Questionnaire

Pre-Test

Blended
Learning

Post-Test
+
Questionnaire

Introduce
Study

Group
B

3.5.1

Week 1

Week 1 of this research was used to inform students in the selected classes (i.e. the
participants) about the research. The researcher explained that all participants would study
the ‘Linguistic Exercise’ subject in the Arabic Language Lessons course using two different
learning strategies:


Traditional learning (see Section 2.2.1) – the existing method used by the Arabic
Language Institute at the Islamic University in Madinah. Teaching was classroombased, and used a whiteboard, pens and the Arabic Language Lessons course resource
book only.



Blended learning (see Section 2.2.4) – the integration of traditional learning with
e-learning (see Section 2.2.3). E-learning (or ‘online learning’) was delivered through
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a website (see Section 3.6) that was designed by the researcher. Relevant lessons from
the course resource book were computerised and delivered through this website. The
use of the same content ensured that any variation in performance was attributable to
the method of delivery, and not to a difference in the content taught.
Participants also completed a Pre-Test Questionnaire to record demographic information (see
Section 3.4.1).
3.5.2

Week 2 and Week 3

At the commencement of week 2, each participant completed Arabic Language Quiz 1 (see
Section 3.4.4). This was used to evaluate their current level of Arabic language performance.
Week 2 and week 3 were used to teach participants using the first learning strategy assigned
to their class. The two classes were taught using alternate learning strategies. As shown on
the Schedule of Implementation of Blended and Traditional learning (see Table 3.1), Blended
learning was initially used for Group A, and Traditional learning was initially used for Group
B. During week 2 and week 3, participants completed lessons one to five from the Arabic
Language Lessons course resource book. (Group A participants completed these lessons
online.)
At the conclusion of week 3, each participant repeated Arabic Language Quiz 1. This was to
evaluate their level of Arabic language performance after two weeks of study using their
assigned learning strategy. Repetition of the same test ensured that results were directly
comparable to the initial test undertaken. At this time, participants also completed a
Questionnaire to record their perceptions of the learning strategy they had experienced.
3.5.3

Week 4 and Week 5

At the commencement of week 4, each participant completed Arabic Language Quiz 2 (see
Section 3.4.4). This was used to evaluate their current level of Arabic language performance.
Week 4 and week 5 were used to teach participants using the second learning strategy
assigned to their class. The two classes were taught using alternate learning strategies, and
using the opposite strategy to that assigned in week 2 and week 3. As shown on the Schedule
of Implementation of Blended and Traditional learning (see Table 3.1), Traditional learning
was used for Group A, and Blended learning was used for Group B. During week 4 and week
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5, participants completed lessons six to ten from the Arabic Language Lessons course
resource book. (Group B participants completed these lessons online.)
At the conclusion of week 5, each participant repeated Arabic Language Quiz 2. This was
used to evaluate their level of Arabic language performance after two weeks of study using
their second assigned learning strategy. Repetition of the same test ensured that results were
directly comparable to the initial test undertaken. At this time, participants also completed a
Questionnaire to record their perceptions of the second learning strategy they had
experienced.

3.6

E-learning website

The Aldadh website (http://www.aldadh.com) was developed by the researcher for use as the
e-learning website in this study. It was created using Moodle (see Section 2.6.1.2). The
website was concerned with teaching Arabic as a second language. Screen shots from the elearning website are shown below.

Figure 3.1 The first page of the website
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Figure 3.2 The first page of a lesson

Figure 3.3 Example of a lesson

The Aldadh website included ten multimedia lessons. These lessons were computerised
versions of the lessons found in the Arabic Language Lessons course resource book. The
purpose of the website was to develop the skills of reading, writing, listening and
conversation in users.
The website contained the following features:
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A login page



Ability to select the user’s native language at login. This allows the user to
choose his native language for navigation purposes. All content was delivered in
Arabic.



Multimedia lessons



An examination for each multimedia lesson. Questions were randomised for each
user. Examinations contained a variety of question types, including:
- Multiple choice
- Fill in the blank
- Listening skills
- Pick list selection
- True or false
- Comparison of image to text
- Re-writing and editing sentences
- Extended response



A Google-based interpreter in all languages to allow users to translate words into
their native language without exiting the website. This addresses the lack of Arabic
language electronic translators.



Homework that can be downloaded



Teacher access to participants’ grades



Teacher access to details of what each participant completed each day



A calendar to inform participants about future homework and tests



Ability for participants to send text messages to each other



Ability for participants to record audio files to demonstrate their conversational
skills, which can be uploaded and evaluated by the teacher

3.7

Hypotheses

The following hypotheses have been proposed for this study:
H1:

There is no significant difference between Arabic language quiz results for the Group
A Blended Pre-test and the Group B Traditional Pre-test.

H1a:

There is a significant difference between Arabic language quiz results for the Group
A Blended Pre-test and the Group B Traditional Pre-test.
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Condition: H1 is accepted if the value of Sig. (2-Tailed) > 0.05.
H2:

There is no significant difference between Arabic language quiz results for the Group
A Blended Post-test and the Group B Traditional Post-test.

H2a:

There is a significant difference between Arabic language quiz results for the Group
A Blended Post-test and the Group B Traditional Post-test.

Condition: H2 is accepted if the value of Sig. (2-Tailed) < 0.05.
H3:

There is no significant difference between Arabic language quiz results for the Group
A Traditional Pre-test and the Group B Blended Pre-test.

H3a:

There is a significant difference between Arabic language quiz results for the Group
A Traditional Pre-test and the Group B Blended Pre-test.

Condition: H3 is accepted if the value of Sig. (2-Tailed) > 0.05.
H4:

There is no significant difference between Arabic language quiz results for the Group
A Traditional Post-test and the Group B Blended Post-test.

H4a:

There is a significant difference between Arabic language quiz results for the Group
A Traditional Post-test and the Group B Blended Post-test.

Condition: H4 is accepted if the value of Sig. (2-Tailed) < 0.05.
Findings related to these hypotheses are presented in Section 4.6.2.3.

3.8

Ethical considerations

Ethical considerations were an important element of this educational research, because it
involved human participants. The findings established from the research arose out of the trust
and rapport developed between the researcher and the participants. The main ethical concerns
included establishing access to participants, gaining informed consent, the right to privacy
and confidentiality, and protection from harm (Cohen, Manion and Morrison, 2000).
Access to participants, including access to the Islamic University in Madinah and recruitment
of the individual participants, was arranged through the teacher of the relevant classes at the
Islamic University in Madinah. Participants in the relevant classes were fully informed about
the process and each provided voluntary written consent for their participation.
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3.9

Summary

This study has used quantitative methods to understand the participants’ experiences and
perceptions of the two selected learning strategies in a natural social context. Students from
two classes of the Arabic Language Lessons course at the Islamic University in Madinah
participated in the study. Each class was treated as a separate case study. Data relating to
participants’ perceptions was collected through questionnaires. It was assumed that all
participants honestly reported their experiences in the completion of these questionnaires.
The performance of the participants’ was recorded and evaluated using Arabic Language
Quizzes, which were completed at the start and end of each of the learning strategy
experiences. All data was statistically analyzed to consider both the effectiveness of the two
learning strategies and participants’ perceptions of the learning strategies. The findings will
be used to influence the future of e-learning practice for teaching Arabic as a second
language at Islamic University in Madinah.
The following chapter presents the results of the research, the statistical analysis of these
results, and a discussion of the findings.
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Chapter 4 Results and Discussion
4.1

Overview

This research is concerned with studying two types of Learning Strategies: Traditional
learning and Blended learning (see Figure 4.1). Traditional learning consists of only face to
face learning, where students interact directly with a teacher in a classroom for the entire
course. Blended learning consists of both face to face learning and use of an e-learning
website. This e-learning website requires students to learn using the Internet.

FACE TO FACE
FACE TO FACE
E-LEARNING WEBSITE

Traditional learning

Blended learning

Figure 4.1 Traditional vs Blended learning

The concept of Blended learning has raised questions about how an e-learning website can be
employ by students to achieve teaching and learning objectives and enable students to
employ different learning strategies. The attitude of students toward e-learning websites has
also been questioned.
To investigate the phenomenon of Blended learning, these two types of learning methods
(Traditional and Blended) have been implemented in the Arabic Language Lessons Course at
the Islamic University of Madinah. For the purpose of this research, two groups of first year
students in the Arabic Language Lessons Course delivered at the Islamic University of
Madinah were selected. Group assignment was determined based on university classes. For a
discussion of the selection and grouping of these students, see Section 3.3.1. These groups
have been labeled Group A and Group B throughout this research.
Throughout this chapter, the students will be referred to as participants.
Both of the groups experienced two weeks using Blended learning and two weeks using
Traditional learning. To determine participant perceptions and performance in relation to
each of the two learning strategies for teaching Arabic as a Second Language (ASL), the
following tools were used:
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Pre-test Questionnaire (see Section 3.4.1 and Appendix A: Pre-Test Questionnaire)
o Completed in week 1
o Demographic information



Post-test Questionnaire (Blended learning) (see Section 3.4.2 and Appendix B: PostTest Questionnaire (Blended learning))
o Completed at the conclusion of the Blended learning experience
o Participant perceptions of Blended learning



Post-test Questionnaire (Traditional learning) (see Section 3.4.3 and Appendix C:
Post-Test Questionnaire (Traditional learning))
o Completed at the conclusion of the Traditional learning experience
o Participant perceptions of Traditional learning



Arabic Language Quiz 1 (see Section 3.4.4, Appendix D: Arabic Language Quiz 1
and Appendix F: Arabic Language Quiz 1 – English Translation)
o Completed at the start of week 2 and the end of week 3
o Participant Arabic language academic performance



Arabic Language Quiz 2 (see Section 3.4.4, Appendix E: Arabic Language Quiz 2
and Appendix G: Arabic Language Quiz 2 – English Translation)
o Completed at the start of week 4 and the end of week 5
o Participant Arabic language academic performance

These tools were completed by all participants based on the schedule presented in Table 3.1
Schedule of implementation of Blended and Traditional learning.
This chapter will present the results of the questionnaires and quizzes used in this research to
answer the three research questions:
1.

To what extent can an e-learning website be employed by the students studying
Arabic as a second language at the Islamic University in Madinah to achieve the
learning and teaching objectives of the Arabic Language Lessons course?

2.

To what extent can an e-learning website enable the students studying Arabic as a
second language to employ the different learning strategies to achieve the learning and
teaching objectives of the Arabic Language Lessons course?
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3.

What is the attitude of students studying Arabic as a second language towards elearning websites in relation to the achievement of the learning and teaching
objectives of the Arabic Language Lessons course?

The course objectives of the Arabic Language Lessons course (Abdulraheem, 2002) are:
1. The student is able to understand Arabic speech according to the vocabulary that he
has already learnt.
2. The student is able to communicate orally using perfect Arabic that is free from all
syntactical errors.
3. The student is able to write and utter sentences that are syntactically correct.
4. The student is able to utter / pronounce Arabic sounds correctly.
5. The student is able to read sentences from right to left in an easy and convenient way.
6. The student is able to understand and recall the meaning of new vocabulary.
7. The student is able to correctly write the words that are shown on the screen or on the
board.
8. The student practices and masters writing from right to left easily.
The key aims of this research are to:


Investigate the extent to which the Internet can contribute to students’ Arabic
Language Lessons, with a particular focus on how the Arabic literacy development of
students can be enhanced, and



Conduct a comparative study of students undertaking an Arabic language course
using different learning strategies - paper based (i.e. Traditional learning) versus
online (i.e. Blended learning) - and measure the perceptions and academic
performance of these students in relation to each of the learning strategies.

4.2

Participant demographics

The study involved 62 participants, divided into two groups of 31 students each. These
groups are labelled Group A and Group B for the purposes of this study.
Participant demographics were recorded in the Pre-test Questionnaire.
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4.1.1

Age

The majority of students who participated in this research were aged 20-25 years, as shown in
Table 4.1.
Table 4.1 Age of participants
No

4.1.2

Age of participants

Frequency

Percentage

1

Less than 20 years

3

4.84

2

20 to 25 years

53

85.48

3

More than 25 years

6

9.68

First language

Approximately 42% of participants spoke English as a first language. The second most
common native language for participants was Russian (9.69%), followed by Urdu, Indonesian
and Vietnamese (4.84% each), as shown in Table 4.2.
Table 4.2 First language of participants
No

First language of participants

Frequency

Percentage

1

English

26

41.94

2

Russian

6

9.68

3

Urdu

3

4.84

4

Indonesian

3

4.84

5

Vietnamese

3

4.84

6

French

2

3.23

7

Cambodian

2

3.23

8

Bengali

2

3.23

9

Chinese

2

3.23

10

Swahili

2

3.23

11

Malay

1

1.61

12

Persian

1

1.61

13

Hungarian

1

1.61

14

Creole

1

1.61

15

Polish

1

1.61

16

Kazakh

1

1.61

17

Albanian

1

1.61

18

Japanese

1

1.61

19

Portuguese

1

1.61

20

Hausa

1

1.61
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4.1.3

Computer literacy and Internet usage

Participants were required to choose from one of the four following options to describe their
own computer literacy:


Very poor.



Poor.



Fair – Good.



Expert.

As shown in Table 4.3 below, the self-rated computer literacy of participants ranged broadly.
51.6% of participants rated their computer literacy as ‘Expert’ of ‘Fair – Good’, while the
remainder of participants rated their computer literacy as ‘Poor’ or ‘Very poor’.
Table 4.3 Computer literacy of participants

Participants were required to rate the frequency of their Internet use for academic purposes
from the following options:


No.



Rarely (once a month).



Sometimes (twice a month).



Often (once a week).



Constantly (once or more a day).

Over half of the participants (53.2%) recorded that they did not use the Internet for academic
purposes. However, 25.8% of participants used the Internet ‘Often (once a week)’ or
‘Constantly (once or more a day)’. Just as with computer literacy, these results (see Table
4.4) show that participants’ engagement with the technology was varied.
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Table 4.4 Use of the Internet for academic purposes by participants

The relationship between participants’ level of computer literacy and frequency of their
Internet use for academic purposes is shown in Table 4.5 below.
Table 4.5 Relationship between computer literacy and use of the Internet for academic purposes

Participants with higher levels of computer literacy (deemed ‘Good’ or ‘Expert’) used the
Internet for academic purposes more frequently than participants with ‘Poor’ and ‘Very poor’
computer literacy (see Table 4.5). There was a notable difference between these
classifications of participants. Participants with ‘Expert’ and ‘Good’ computer literacy did
not use the Internet for academic purposes at all in 40.0% and 40.9% of cases respectively.
This figure rose to 61.6% for participants with ‘Poor’ computer literacy, and to 75% for
participants with ‘Very poor’ computer literacy.
Participants with higher levels of computer literacy who used the Internet for academic
purposes most often did so ‘Often (once a week)’. Participants with lower levels of computer
literacy who used the Internet for academic purposes most often did so ‘Sometimes (twice a
month)’ or ‘Rarely (once a month)’.
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4.1.4

Arabic education and experience

Participants were asked to indicate how many years they had been learning the Arabic
language, and how long they had lived in an Arabic speaking country.
Only 11.3% of the participants had studied the Arabic language for 2-5 years, with none of
the participants undertaking Arabic language education for longer than 5 years. The vast
majority of the participants (88.7%) had studied Arabic for less than one year (see Table 4.6).
Table 4.6 Duration of Arabic language education

The longest that any participant had lived in an Arabic speaking country was 10 months.
93.6% of participants had lived in an Arabic speaking country for 4 months or less (see Table
4.7).
Table 4.7 Duration of stay in Arabic speaking countries

Table 4.8 below shows the relationship between the duration of participants’ Arabic language
education and the duration of participants’ stay in Arabic speaking countries. There is no
clear relationship between these two factors for the participants in this research.
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Table 4.8 Relationship between duration of Arabic language education and duration of stay in Arabic
speaking countries

4.1.5

Technology use for learning Arabic

All participants had been using technology for one year or less to learn Arabic (see Table
4.9).
Table 4.9 Duration of technology use for Arabic language education

4.3

Measurement of participant perceptions of learning strategies

To evaluate each participant’s perceptions of Blended and Traditional learning, participants
completed two Post-test Questionnaires:


Post-test Questionnaire (Blended learning) (see Section 3.4.2 and Appendix B: PostTest Questionnaire (Blended learning)).



Post-test Questionnaire (Traditional learning) (see Section 3.4.3 and Appendix C:
Post-Test Questionnaire (Traditional learning)).

Each of these questionnaires was divided into two sections:
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Section 1: Satisfaction.



Section 2: Evaluation.

Section 1: Satisfaction required participants to rate their level of satisfaction with their
learning experience, using the following scale:


Not satisfied.



Slightly satisfied.



Somewhat satisfied.



Satisfied.



Very satisfied.



Not applicable.

The five Satisfaction Components were slightly different for Blended and Traditional
learning, as shown in Table 4.10 below.
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Table 4.10 Post-test questionnaire satisfaction components
Satisfaction Components
Blended learning

Traditional learning

1

The educational material provided in normal
class

The educational material provided before or
during class

2

Online learning resources

Interaction with teacher in class teaching

3

Interaction with teachers and other students
in the lab

Interaction with other students in the class

4

Arabic language learning outcome

Understanding the educational materials

5

Overall quality of Blended learning (online
and face to face learning experience)

Overall quality of face to face learning
experience

Section 2: Evaluation required participants to rate their level of agreement or disagreement
using the following scale:


Strongly disagree.



Disagree.



Mildly disagree.



Neither agree or disagree.



Mildly agree.



Agree.



Strongly agree.

The twelve Evaluation Components were slightly different for Blended and Traditional
learning, as shown in Table 4.11 below.
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Table 4.11 Post-test questionnaire evaluation components
Evaluation Components
Blended learning

Traditional learning

1

Blended learning enhances efficiency in
the academic tasks

Face to face learning enhances efficiency
in the academic tasks

2

Language is not barrier in the Blended
learning method

Language is not barrier to interact with
teacher in during the class

3

Blended learning is helpful for writing in
Arabic

Face to face learning is helpful for
writing in Arabic

4

Blended learning gives chance to get the
information that is needed

During the class, if ask the teacher it
gives chance to get the information that is
needed

5

Blended learning improved Arabic
writing skills

Face to face learning improved Arabic
writing skills

6

Blended learning is helpful for reading in
Arabic

Face to face learning is helpful for
reading in Arabic

7

Blended learning is helpful for using
vocabulary in Arabic

Face to face learning is helpful for using
vocabulary in Arabic

8

Blended learning has increased the
confidence about learning Arabic
language

Interaction with teacher in class teaching
has increased the confidence about
learning Arabic language

9

Blended learning is increased the
grammatical accuracy of writing in
Arabic

Face to face learning increase
grammatical accuracy of writing in
Arabic
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Teacher and students’ role in Blended
learning are different from those in
Traditional class

-

11

Would like teachers to adapt and use
Internet application in teaching Arabic

Face to face to learn Arabic requires less
of mental and learning effort comparing
with using Internet

12

Overall, Blended learning is beneficial in
Arabic language learning

Overall, face to face learning is beneficial
in Arabic language learning

1

This Evaluation Component in the Blended learning Post-test Questionnaire did not have a paired Evaluation
Component in the Traditional learning Post-test Questionnaire. It was used to record participant perceptions of
difference only. Therefore, analysis of this Evaluation Component could not be conducted.
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4.4

Participant perceptions of learning strategies

The performance of learning strategies based on the perceptions of participants was evaluated
using participant feedback. As shown on the Schedule of Implementation of Blended and
Traditional learning (see Table 3.1 Schedule of implementation of Blended and Traditional
learning), Blended learning was initially used by Group A, and Traditional learning was
initially used by Group B. Following this, Traditional learning was used by Group A, and
Blended learning was used by Group B.
4.1.6

Satisfaction components: Group A

All 31 participants in Group A answered all Satisfaction Component questions in relation to
their Blended learning experience (see Table 4.12).
None of the participants responded that they were ‘Not satisfied’ with any component of the
Blended learning.
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Table 4.12 Satisfaction components for Blended learning (Group A)
Very
Satisfied

Satisfied

n

%

n

%

n

%

n

%

n

%

1

The educational
material
provided in
normal class

16

51.6

13

41.9

2

6.5

0

0.0

0

0.0

2

Online learning
resources

14

45.2

10

32.3

5

16.1

2

6.5

0

0.0

3

Interaction with
teachers and
other students in
the lab

17

54.8

10

32.3

4

12.9

0

0.0

0

0.0

4

Arabic language
learning outcome

9

29.0

13

41.9

7

22.6

2

6.5

0

0.0

5

Overall quality
of Blended
learning (online
and face to face
learning
experience)

19

61.3

6

19.4

6

19.4

0

0.0

0

0.0

Components

Somewhat
Satisfied

Slightly
Satisfied

Not Satisfied

For each of the five Satisfaction Components related to Blended learning, at least 70%
participants indicated that they were either ‘Very satisfied’ or ‘Satisfied’ (see Table 4.12).
61.3% of participants were ‘Very satisfied’ with the overall quality of Blended learning;
19.4% of participants were ‘Satisfied’. All participants were at least ‘Somewhat satisfied’.
All 31 participants in Group A answered all Satisfaction Component questions in relation to
their Traditional learning experience (see Table 4.13). The only component for which
participants responded that they were ‘not satisfied’ was ‘Interaction with other students in
the class’.
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Table 4.13 Satisfaction components for Traditional learning (Group A)

Components

Very
Satisfied

Satisfied

Somewhat
Satisfied

Slightly
Satisfied

Not Satisfied

N

%

N

%

N

%

n

%

n

%

1

The educational
material provided
before or during
class

15

48.4

12

38.7

2

6.5

2

6.5

0

0.0

2

Interaction with
teachers in the
class

21

67.7

6

19.4

3

9.7

1

3.2

0

0.0

3

Interaction with
other students in
the class

1

3.2

12

38.7

11

35.5

5

16.1

2

6.5

4

Understanding
the educational
materials

15

48.4

8

25.8

7

22.6

1

3.2

0

0.0

5

Overall quality of
face to face
learning
experience

10

32.3

15

48.4

5

16.1

1

3.2

0

0.0

Participant responses for the Satisfaction Components related to Traditional learning revealed
similar levels of satisfaction to Blended learning in four of out the five components (see
Table 4.13). However, only 41.9% of participants were ‘Very satisfied’ or ‘Satisfied’ with the
‘Interaction with other students in the class’ in Traditional learning; 6.5% of participants
indicated that they were ‘Not satisfied’ with this component. 32.3% of participants were
‘Very satisfied’ with the overall quality of Blended learning; 48.4% of participants were
‘Satisfied’. 3.2% of participants [1 participant only] indicated that they were only ‘Slightly
satisfied’ with the overall quality of the face to face learning experience.
Table 4.14 below lists the Pearson Chi-Square Asymp. Significant (2-sided) for Group A
participant perceptions of the Satisfaction Components for each of the learning strategies.
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Table 4.14 Comparison between satisfaction components for Blended and Traditional learning (Group A)
Satisfaction Components
Blended learning

Traditional learning

Pearson ChiSquare Asymp.
Sig (2-sided)

Significant
Difference

1

The educational material
provided in normal class

The educational material
provided before or during
class

0.259

Yes

2

Online learning
resources

Interaction with teacher in
class teaching

0.437

Yes

3

Interaction with teachers
and other students in the
lab

Interaction with other
students in the class

0.322

Yes

4

Arabic language
learning outcome

Understanding the
educational materials

0.000

No

5

Overall quality of
Blended learning (online
and face to face learning
experience)

Overall quality of face to
face learning experience

0.656

Yes

The analysis shows that Group A results for Blended learning and Traditional learning are
significantly different for the following Satisfaction Components:


1 – educational materials provided



2 – resources (online/teacher)



3 – interaction with others



5 – overall quality of learning experience

The analysis of Group A results for Blended learning and Traditional learning also shows that
the difference is not significant for the following Satisfaction Component:


4 – learning outcome / understanding educational material
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4.1.7

Satisfaction components: Group B

All 31 participants in Group B answered all Satisfaction Component questions in relation to
their Traditional learning experience (see Table 4.15). A response of ‘Not satisfied’ was
recorded by at least one participant in relation to four out of the five Satisfaction
Components.
Table 4.15 Satisfaction components for Traditional learning (Group B)
Very
Satisfied

Satisfied

Somewhat
Satisfied

Slightly
Satisfied

N

%

N

%

N

%

n

%

n

%

1

The educational
material provided
before or during
class

14

45.2

13

41.9

1

3.2

1

3.2

2

6.5

2

Interaction with
teachers in the
class

11

35.5

10

32.3

9

29.0

1

3.2

0

0.0

3

Interaction with
other students in
the class

13

41.9

13

41.9

4

12.9

0

0.0

1

3.2

4

Understanding
the educational
materials

12

38.7

14

45.2

1

3.2

1

3.2

3

9.7

5

Overall quality of
face to face
learning
experience

15

48.4

10

32.3

5

16.1

0

0.0

1

3.2

Components

Not Satisfied

For four of the five Satisfaction Components related to Traditional learning, at least 80%
participants indicated that they were either ‘Very satisfied’ or ‘Satisfied’ (see Table 4.15).
67.8% of participants were either ‘Very satisfied’ or ‘Satisfied’ with ‘Interaction with
teachers in the class’. 48.4% of participants were ‘Very satisfied’ with the overall quality of
Traditional learning; 32.3% of participants were ‘Satisfied’. 3.2% participants were ‘Not
satisfied’ [one participant only].
All 31 participants in Group B answered all Satisfaction Component questions in relation to
their Blended learning experience (see Table 4.16). The only component for which any
participants responded that they were ‘Not satisfied’ was ‘Arabic language learning
outcome’.
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Table 4.16 Satisfaction components for Blended learning (Group B)

Components

Very
Satisfied

Satisfied

Somewhat
Satisfied

Slightly
Satisfied

n

%

N

%

N

%

n

%

n

%

Not Satisfied

1

The educational
material provided
in normal class

16

51.6

10

32.3

3

9.7

2

6.5

0

0.0

2

Online learning
resources

19

61.3

8

25.8

3

9.7

1

3.2

0

0.0

3

Interaction with
teachers and
other students in
the lab

13

41.9

11

35.5

2

6.5

3

9.7

0

0.0

4

Arabic language
learning outcome

14

45.2

9

29.0

4

12.9

2

6.5

2

6.5

5

Overall quality of
Blended learning
(online and face
to face learning
experience)

14

45.2

9

29.0

7

22.6

1

3.2

0

0.0

For all of the five Satisfaction Components related to Blended learning, at least 70% of
participants indicated that they were either ‘Very satisfied’ or ‘Satisfied’ (see Table 4.16).
45.2% of participants were ‘Very satisfied’ with the overall quality of Traditional learning;
29.0% of participants were ‘Satisfied’. All participants were at least ‘Slightly satisfied’ with
the overall quality of the Blended learning experience.
Table 4.17 below lists the Pearson Chi-Square Asymp. Significant (2-sided) for Group B
participant perceptions of the Satisfaction Components for each of the learning strategies.
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Table 4.17 Comparison between satisfaction components for Blended and Traditional learning (Group B)
Satisfaction Components
Blended learning

Traditional learning

Pearson Chi-Square
Asymp. Sig (2-sided)

Significant
Difference

1

The educational material
provided in normal class

The educational material
provided before or during
class

0.695

Yes

2

Online learning
resources

Interaction with teacher in
class teaching

0.000

No

3

Interaction with teachers
and other students in the
lab

Interaction with other
students in the class

0.114

Yes

4

Arabic language
learning outcome

Understanding the
educational materials

0.003

No

5

Overall quality of
Blended learning (online
and face to face learning
experience)

Overall quality of face to
face learning experience

0.031

No

The analysis shows that Group B results for Blended learning and Traditional learning are
significantly different for the following Satisfaction Components:


1 – educational materials provided



3 – interaction with others

The analysis of Group A results for Blended learning and Traditional learning also shows that
the difference is not significant for the following Satisfaction Components:


2 – resources (online/teacher)



4 – learning outcome / understanding educational materials



5 – overall quality of learning experience
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4.1.8

Evaluation components: Group A

All 31 participants in Group A answered all Evaluation Component questions in relation to
their Blended learning experience (see Table 4.18).
Table 4.18 Evaluation components for Blended learning (Group A)

Components

Strongly
Agree

Agree

Mildly
Agree

Neither
Agree or
Disagree

Mildly
Disagree

Disagree

Strongly
Disagree

n

%

n

%

n

%

n

%

n

%

n

%

n

%

1

Blended learning
enhances efficiency
in the academic
tasks

13

41.9

10

32.3

4

12.9

3

9.7

1

3.2

0

0.0

0

0.0

2

Language is not
barrier in the
Blended learning
method

12

38.7

9

29.0

6

19.4

1

3.2

1

3.2

1

3.2

1

3.2

3

Blended learning is
helpful for writing
in Arabic

14

45.2

10

32.3

5

16.1

1

3.2

0

0.0

0

0.0

1

3.2

4

Blended learning
gives chance to get
the information that
is needed

18

58.1

6

19.4

5

16.1

2

6.5

0

0.0

0

0.0

0

0.0

5

Blended learning
improved Arabic
writing skills

13

41.9

5

16.1

4

12.9

6

19.4

2

6.5

0

0.0

1

3.2

6

Blended learning is
helpful for reading
in Arabic

15

48.4

7

22.6

6

19.4

2

6.5

0

0.0

1

3.2

0

0.0

7

Blended learning is
helpful for using
vocabulary in
Arabic

15

48.4

8

25.8

6

19.4

2

6.5

0

0.0

0

0.0

0

0.0

8

Blended learning
has increased the
confidence about
learning Arabic
language

12

38.7

11

35.5

3

9.7

5

16.1

0

0.0

0

0.0

0

0.0

9

Blended learning is
increased the
grammatical
accuracy of writing
in Arabic

15

48.4

5

16.1

8

25.8

3

9.7

0

0.0

0

0.0

0

0.0

10

Teacher and
students’ role in
Blended learning
are different from

11

35.5

7

22.6

8

25.8

4

12.9

1

3.2

0

0.0

0

0.0

125

those in Traditional
class

11

Would like
teachers to adapt
and use Internet
application in
teaching Arabic

18

58.1

5

16.1

3

9.7

4

12.9

1

3.2

0

0.0

0

0.0

12

Overall, Blended
learning is
beneficial in Arabic
language learning

6

19.4

15

48.4

3

9.7

7

22.6

0

0.0

0

0.0

0

0.0

More than 90% of participants indicated that they agreed (‘Strongly agree’, ‘Agree’ or
‘Mildly agree’) with the following statements in relation to their experience of Blended
learning:


3 - Blended learning is helpful for writing in Arabic



4 - Blended learning gives the chance to get the information that is needed



6 - Blended learning is helpful for reading in Arabic



7 - Blended learning is helpful for using vocabulary in Arabic



9 - Blended learning is increased the grammatical accuracy of writing in Arabic.

All 31 participants in Group A answered all Evaluation Component questions in relation to
their Traditional learning experience (see Table 4.19).
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Table 4.19 Evaluation components for Traditional learning (Group A)

Components

Strongly
Agree

Agree

Mildly
Agree

Neither
Agree or
Disagree

Mildly
Disagree

Disagree

Strongly
Disagree

n

%

n

%

n

%

n

%

n

%

n

%

n

%

1

Face to face
learning enhances
efficiency in the
academic tasks

5

16.1

14

45.2

7

22.6

2

6.5

1

3.2

1

3.2

1

3.2

2

Language is not
barrier to interact
with teacher in
during the class

4

12.9

10

32.3

5

16.1

2

6.5

6

19.4

2

6.5

2

6.5

3

Face to face
learning is helpful
for writing in
Arabic

9

29.0

11

35.5

5

16.1

3

9.7

0

0.0

1

3.2

2

6.5

4

During the class, if
ask the teacher it
gives chance to get
the information that
is needed

10

32.3

15

48.4

4

12.9

2

6.5

0

0.0

0

0.0

0

0.0

5

Face to face
learning improved
Arabic writing
skills

6

19.4

17

54.8

6

19.4

1

3.2

0

0.0

0

0.0

1

3.2

6

Face to face
learning is helpful
for reading in
Arabic

8

25.8

12

38.7

7

22.6

3

9.7

1

3.2

0

0.0

0

0.0

7

Face to face
learning is helpful
for using
vocabulary in
Arabic

11

35.5

10

32.3

7

22.6

2

6.5

1

3.2

0

0.0

0

0.0

8

Interaction with
teacher in class
teaching has
increased the
confidence about
learning Arabic
language

9

29.0

12

38.7

7

22.6

1

3.2

2

6.5

0

0.0

0

0.0

9

Face to face to
learn Arabic
requires less of
mental and learning
effort comparing
with using Internet

3

9.7

8

25.8

3

9.7

11

35.5

3

9.7

0

0.0

3

9.7

10

Face to face
learning increase
grammatical
accuracy of writing

7

22.6

13

41.9

5

16.1

2

6.5

3

9.7

1

3.2

0

0.0
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face learning is
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language learning

11

12

38.7

11

35.5

4

12.9

2

6.5

0

0.0

0

0.0

0

0.0

More than 90% of participants indicated that they agreed (‘Strongly agree’, ‘Agree’ or
‘Mildly agree’) with the following statements in relation to their experience of Traditional
learning:


4 - During the class, if ask the teacher it gives chance to get the information that
is needed



5 - Face to face learning improved Arabic writing skills



7 - Face to face learning is helpful for using vocabulary in Arabic



8 - Interaction with teacher in class teaching has increased the confidence about
learning Arabic language



11 - Overall, face to face learning is beneficial in Arabic language learning.

Table 4.20 below lists the Pearson Chi-Square Asymp. Significant (2-sided) for Group A
participant perceptions of the Evaluation Components for each of the learning strategies.
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Table 4.20 Comparison between evaluation components for Blended and Traditional learning (Group A)
Evaluation Components
Blended learning

Traditional learning

Pearson ChiSquare Asymp.
Sig (2-sided)

Significant
Difference

1

Blended learning
enhances efficiency in
the academic tasks

Face to face learning
enhances efficiency in the
academic tasks

0.687

Yes

2

Language is not barrier
in the Blended learning
method

Language is not barrier to
interact with teacher in
during the class

0.103

Yes

3

Blended learning is
helpful for writing in
Arabic

Face to face learning is
helpful for writing in
Arabic

0.291

Yes

4

Blended learning gives
chance to get the
information that is
needed

During the class, if ask the
teacher it gives chance to
get the information that is
needed

0.268

Yes

5

Blended learning
improved Arabic writing
skills

Face to face learning
improved Arabic writing
skills

0.001

No

6

Blended learning is
helpful for reading in
Arabic

Face to face learning is
helpful for reading in
Arabic

0.844

Yes

7

Blended learning is
helpful for using
vocabulary in Arabic

Face to face learning is
helpful for using
vocabulary in Arabic

0.001

No

8

Blended learning has
increased the confidence
about learning Arabic
language

Interaction with teacher in
class teaching has
increased the confidence
about learning Arabic
language

0.804

Yes

9

Blended learning is
increased the
grammatical accuracy of
writing in Arabic

Face to face learning
increase grammatical
accuracy of writing in
Arabic

0.428

Yes

10

Would like teachers to
adapt and use Internet
application in teaching
Arabic

Face to face to learn
Arabic requires less of
mental and learning effort
comparing with using
Internet

0.520

Yes

11

Overall, Blended
learning is beneficial in
Arabic language
learning

Overall, face to face
learning is beneficial in
Arabic language learning

0.000

No

The analysis shows that Group A results for Blended learning and Traditional learning are
significantly different for the following Evaluation Components:
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1 – enhancing efficiency



2 – language is not a barrier



3 – helpful for writing in Arabic



4 – ability to get information that is needed



6 – reading in Arabic



8 –confidence about learning Arabic language



9 – grammatical accuracy of writing in Arabic



10 – use of the Internet

The analysis of Group A results for Blended learning and Traditional learning also shows that
the difference is not significant for the following Evaluation Components:


5 – improving writing skills



7 – helpful for using vocabulary in Arabic



11 – beneficial for Arabic language learning

4.1.9

Evaluation components: Group B

All 31 participants in Group B answered all Evaluation Component questions in relation to
their Blended learning experience (see Table 4.21).
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Table 4.21 Evaluation components for Blended learning (Group B)

Components

Strongly
Agree

Agree

Mildly
Agree

Neither
Agree or
Disagree

Mildly
Disagree

Disagree

Strongly
Disagree

n

%

n

%

n

%

n

%

n

%

n

%

n

%

1

Blended learning
enhances efficiency
in the academic
tasks

7

22.6

17

54.8

4

12.9

0

0.0

2

6.5

0

0.0

1

3.2

2

Language is not
barrier in the
Blended learning
method

4

12.9

16

51.6

4

12.9

1

3.2

1

3.2

4

12.9

1

3.2

3

Blended learning is
helpful for writing
in Arabic

4

12.9

13

41.9

5

16.1

4

12.9

3

9.7

1

3.2

1

3.2

4

Blended learning
gives chance to get
the information that
is needed

6

19.4

10

32.3

6

19.4

5

16.1

3

9.7

1

3.2

0

0.0

5

Blended learning
improved Arabic
writing skills

4

12.9

12

38.7

5

16.1

4

12.9

1

3.2

3

9.7

2

6.5

6

Blended learning is
helpful for reading
in Arabic

12

38.7

12

38.7

3

9.7

2

6.5

0

0.0

2

6.5

0

0.0

7

Blended learning is
helpful for using
vocabulary in
Arabic

8

25.8

10

32.3

6

19.4

5

16.1

1

3.2

1

3.2

0

0.0

8

Blended learning
has increased the
confidence about
learning Arabic
language

5

16.1

10

32.3

8

25.8

1

3.2

2

6.5

4

12.9

1

3.2

9

Blended learning is
increased the
grammatical
accuracy of writing
in Arabic

5

16.1

10

32.3

6

19.4

2

6.5

3

9.7

2

6.5

3

9.7

10

Teacher and
students’ role in
Blended learning
are different from
those in Traditional
class

5

16.1

16

51.6

5

16.1

4

12.9

0

0.0

1

3.2

0

0.0

11

Would like
teachers to adapt
and use Internet
application in
teaching Arabic

8

25.8

14

45.2

3

9.7

3

9.7

3

9.7

0

0.0

0

0.0
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Overall, Blended
learning is
beneficial in Arabic
language learning

12

5

16.1

18

58.1

2

6.5

2

6.5

4

12.9

0

0.0

0

0.0

More than 90% of participants indicated that they agreed (‘Strongly agree’, ‘Agree’ or
‘Mildly agree’) with the following statement in relation to their experience of Blended
learning:


1 - Blended learning enhances efficiency in the academic tasks.

The responses from Group B in relation to Blended learning indicated a significantly lower
level of satisfaction than the responses from Group A in relation to Blended learning.
All 31 participants in Group B answered all Evaluation Component questions in relation to
their Traditional learning experience (see Table 4.22).
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Table 4.22 Evaluation components for Traditional learning (Group B)

Components

Strongly
Agree

Agree

Mildly
Agree

Neither
Agree or
Disagree

Mildly
Disagree

Disagree

Strongly
Disagree

n

%

n

%

n

%

n

%

n

%

n

%

n

%

1

Face to face
learning enhances
efficiency in the
academic tasks

9

29.0

17

54.8

2

6.5

2

6.5

1

3.2

0

0.0

0

0.0

2

Language is not
barrier to interact
with teacher in
during the class

4

12.9

11

35.5

5

16.1

5

16.1

5

16.1

1

3.2

0

0.0

3

Face to face
learning is helpful
for writing in
Arabic

10

32.3

15

48.4

4

12.9

1

3.2

1

3.2

0

0.0

0

0.0

4

During the class, if
ask the teacher it
gives chance to get
the information that
is needed

14

45.2

12

38.7

3

9.7

0

0.0

1

3.2

1

3.2

0

0.0

5

Face to face
learning improved
Arabic writing
skills

15

48.4

7

22.6

4

12.9

3

9.7

2

6.5

0

0.0

0

0.0

6

Face to face
learning is helpful
for reading in
Arabic

15

48.4

8

25.8

5

16.1

1

3.2

1

3.2

1

3.2

0

0.0

7

Face to face
learning is helpful
for using
vocabulary in
Arabic

12

38.7

11

35.5

6

19.4

1

3.2

0

0.0

1

3.2

0

0.0

8

Interaction with
teacher in class
teaching has
increased the
confidence about
learning Arabic
language

16

51.6

7

22.6

2

6.5

5

16.1

1

3.2

0

0.0

0

0.0

9

Face to face to
learn Arabic
requires less of
mental and learning
effort comparing
with using Internet

8

25.8

7

22.6

3

9.7

10

32.3

2

6.5

1

3.2

0

0.0

10

Face to face
learning increase
grammatical
accuracy of writing

14

45.2

7

22.6

3

9.7

3

9.7

1

3.2

2

6.5

1

3.2
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11

15

48.4

8

25.8

4

12.9

4

12.9

0

0.0

0

0.0

0

0.0

More than 90% of participants indicated that they agreed (‘Strongly agree’, ‘Agree’ or
‘Mildly agree’) with the following statement in relation to their experience of Traditional
learning:


1 - Face to face learning enhances efficiency in the academic tasks



3 - Face to face learning is helpful for writing in Arabic



4 - During the class, if ask the teacher it gives chance to get the information that
is needed



6 - Face to face learning is helpful for reading in Arabic



7 - Face to face learning is helpful for using vocabulary in Arabic.

Table 4.23 below lists the Pearson Chi-Square Asymp. Significant (2-sided) for Group B
participant perceptions of the Evaluation Components for each of the learning strategies.
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Table 4.23 Comparison between evaluation components for Blended and Traditional learning (Group B)
Evaluation Components
Blended learning

Traditional learning

Pearson ChiSquare Asymp.
Sig (2-sided)

Significant
Difference

1

Blended learning
enhances efficiency in
the academic tasks

Face to face learning
enhances efficiency in the
academic tasks

0.053

Yes

2

Language is not barrier
in the Blended learning
method

Language is not barrier to
interact with teacher in
during the class

0.663

Yes

3

Blended learning is
helpful for writing in
Arabic

Face to face learning is
helpful for writing in
Arabic

0.000

No

4

Blended learning gives
chance to get the
information that is
needed

During the class, if ask the
teacher it gives chance to
get the information that is
needed

0.389

Yes

5

Blended learning
improved Arabic writing
skills

Face to face learning
improved Arabic writing
skills

0.311

Yes

6

Blended learning is
helpful for reading in
Arabic

Face to face learning is
helpful for reading in
Arabic

0.135

Yes

7

Blended learning is
helpful for using
vocabulary in Arabic

Face to face learning is
helpful for using
vocabulary in Arabic

0.311

Yes

8

Blended learning has
increased the confidence
about learning Arabic
language

Interaction with teacher in
class teaching has
increased the confidence
about learning Arabic
language

0.089

Yes

9

Blended learning is
increased the
grammatical accuracy of
writing in Arabic

Face to face learning
increase grammatical
accuracy of writing in
Arabic

0.036

No

10

Would like teachers to
adapt and use Internet
application in teaching
Arabic

Face to face to learn
Arabic requires less of
mental and learning effort
comparing with using
Internet

0.000

No

11

Overall, Blended
learning is beneficial in
Arabic language
learning

Overall, face to face
learning is beneficial in
Arabic language learning

0.003

No

The analysis shows that Group B results for Blended learning and Traditional learning are
significantly different for the following Evaluation Components:
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1 – enhancing efficiency



2 – language is not a barrier



4 – ability to get information that is needed



5 – improving writing skills



6 – reading in Arabic



7 – helpful for using vocabulary in Arabic



8 –confidence about learning Arabic language

The analysis of Group B results for Blended learning and Traditional learning also shows that
the difference is not significant for the following Evaluation Components:


3 – helpful for writing in Arabic



9 – grammatical accuracy of writing in Arabic



10 – use of the Internet



11 – beneficial for Arabic language learning

4.1.10

Summary of participant perceptions of learning strategies

This section has presented the two aspects of participant perceptions of learning strategies:


Satisfaction Components and



Evaluation Components.

Table 4.24 below provides a comparison of the preferences of Group A and Group B in
relation to the Satisfaction Components for both of the learning strategies.
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Table 4.24 Participant perceptions of satisfaction components - summary
Satisfaction Components

1

Blended
learning

Traditional
learning

The educational
material provided
in normal class

The educational
material provided
before or during
class

Significant
Difference

Yes

Condition

Group A

Group B

Students more
satisfied with
Blended learning

Educational Materials in Blended
learning and Traditional learning
are different

2

Online learning
resources

Interaction with
teacher in class
teaching

Yes

Students more
satisfied with
Blended learning

Understanding
of Resources of
Blended
learning and
Traditional
learning is
different

3

Interaction with
teachers and
other students in
the lab

Interaction with
other students in
the class

Yes

Students more
satisfied with
Traditional learning

Interaction in Blended learning and
Traditional learning is different

Benefit of
Blended
learning and
Traditional
learning is
different

Quality experience of Blended
learning and Traditional learning is
different

4

Arabic language
learning outcome

Understanding the
educational
materials

Yes

Students from
Group A more
satisfied with
Blended learning.
Students from
Group B more
satisfied with
Traditional learning

5

Overall quality of
Blended learning
(online and face
to face learning
experience)

Overall quality of
face to face
learning
experience

Yes

Students more
satisfied with
Traditional learning

Understanding
of Resources of
Blended
learning and
Traditional
learning is the
same

Benefit of
Blended
learning and
Traditional
learning is the
same

The summary (see Table 4.24) shows that participant perceptions of the five Satisfaction
Components did not indicate a clear preference for either of the learning strategies.
Participants recorded higher satisfaction with Blended learning than Traditional learning in
relation to the educational materials provided, and preferred the online learning resources to
the Traditional interaction with the teacher during class. However, the interaction with other
students in the classroom during Traditional learning was preferred to the interaction with
teachers and other students in the lab during Blended learning. Overall, the quality of the
Traditional learning experience was preferred by participants.
Table 4.25 below provides:
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A summary of each of the Evaluation Components for Blended and Traditional
learning



The results for Group A and Group B, and



Whether the results between Blended and Traditional learning (for Group A and
Group B combined) were significantly different.
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Table 4.25 Participant perceptions of evaluation components - summary
Evaluation Components
Blended
learning

1

2

3

Blended
learning
enhances
efficiency in
the academic
tasks

Language is
not barrier in
the Blended
learning
method

Blended
learning is
helpful for
writing in
Arabic

Traditional
learning

Face to face
learning enhances
efficiency in the
academic tasks

Language is not
barrier to interact
with teacher in
during the class

Face to face
learning is helpful
for writing in
Arabic

4

Blended
learning gives
chance to get
the
information
that is needed

During the class, if
ask the teacher it
gives chance to get
the information that
is needed

5

Blended
learning
improved
Arabic writing
skills

Face to face
learning improved
Arabic writing
skills

Significant
Difference

Condition

Yes

For Group A and
Group B, Blended
learning is more
effective than
Traditional
learning at
enhancing
efficiency in
academic tasks

Enhance efficiency is different

Yes

For Group A and
Group B,
language is not a
greater barrier in
Blended learning
than in
Traditional
learning

Both have different language
difficulty or requirement.

No

For Group A,
Blended learning
is more helpful
than Traditional
learning for
writing in Arabic.
For Group B,
Blended learning
and Traditional
learning are both
helpful in writing
in Arabic.

Each have
different
condition on
helpful for
writing in
Arabic

Both have same
condition on
helpful for
writing in
Arabic

Yes

For Group A,
Blended learning
and Traditional
learning perform
to a similar level
for accessing
required
information
For Group B,
Traditional
learning is better
than Blended
learning for
accessing required
information.

Chance to get
information is
different

Students more
satisfied with
Traditional
learning

No

For Group A,
Blended learning
and Traditional
learning both
assist with
improving Arabic

Both have same
condition on
improve Arabic
writing

Both have
different
condition on
improve Arabic
writing skills
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Group A

Group B

writing skills.
For Group B,
Traditional
learning is better
than Blended
learning for
improving Arabic
writing skills.

6

7

8

9

Blended
learning is
helpful for
reading in
Arabic

Blended
learning is
helpful for
using
vocabulary in
Arabic

Blended
learning has
increased the
confidence
about learning
Arabic
language

Blended
learning is
increased the
grammatical
accuracy of
writing in
Arabic

Face to face
learning is helpful
for reading in
Arabic

Face to face
learning is helpful
for using
vocabulary in
Arabic

Interaction with
teacher in class
teaching has
increased the
confidence about
learning Arabic
language

Face to face
learning increase
grammatical
accuracy of writing
in Arabic

Yes

For Group A and
Group B, Blended
learning and
Traditional
learning are both
helpful for
reading in Arabic

Blended learning and Traditional
learning have same condition on
helpful for reading in Arabic

No

For Group A,
Blended learning
and Traditional
learning are both
helpful for using
vocabulary.
For Group B,
Traditional
learning is better
than Blended
learning for using
vocabulary.

Both are helpful
for using
vocabulary in
Arabic

Each has
different
condition for
helpfulness
using
vocabulary in
Arabic

Yes

For Group A and
Group B, Blended
learning and
Traditional
learning both
assist with
increasing
confidence about
learning the
Arabic language.

Increasing
confidence is
different

Students more
satisfied with
Blended
learning

No

For Group A,
Blended learning
is better than
Traditional
learning for
increasing
grammatical
accuracy.
For Group B,
Traditional
learning and
Blended learning
both assist with
increasing
grammatical
accuracy.

Both have
different on
Increased the
grammatical
accuracy

Both same
condition on
Increased the
grammatical
accuracy
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10
2

11

12

Teacher and
students’ role
in Blended
learning are
different from
those in
Traditional
class

Would like
teachers to
adapt and use
Internet
application in
teaching
Arabic

Overall,
Blended
learning is
beneficial in
Arabic
language
learning

-

Face to face to learn
Arabic requires less
of mental and
learning effort
comparing with
using Internet

Overall, face to face
learning is
beneficial in Arabic
language learning

For Group A and
Group B,
Interaction in
Blended learning
and Traditional
learning is
different.

-

Interaction is different

No

For Group A,
Blended learning
provides greater
benefits than
Traditional
learning.
For Group B,
Traditional
learning and
Blended learning
both provide the
same benefit.

Benefit of
Blended
learning and
Traditional
learning is
different

No

For Group A,
Blended learning
is better than
Traditional
learning overall.
For Group B,
Traditional
learning and
Blended learning
were perceived as
equal overall.

Blended learning and Traditional
learning have same beneficial for
Arabic language learning

Benefit of
Blended
learning and
Traditional
learning is same

The analysis shows that results for Blended learning and Traditional learning are significantly
different for the following Evaluation Components:


1 – enhancing efficiency



2 – language is not a barrier



4 – ability to get information that is needed



6 – reading in Arabic



8 – confidence about learning Arabic language



10 – role of teachers and students

To maximise the benefits of Blended learning for students, the components listed above
should be continued and enhanced to support students’ learning.
2

This Evaluation Component in the Blended learning Post-test Questionnaire did not have a paired Evaluation
Component in the Traditional learning Post-test Questionnaire. It was used to record participant perceptions of
difference only. Therefore, analysis of this Evaluation Component could not be conducted.
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The analysis of results for Blended learning and Traditional learning also shows that the
difference is not significant for the following Evaluation Components:


3 – helpful for writing in Arabic



5 – improving writing skills



7 – helpful for using vocabulary in Arabic



9 – grammatical accuracy of writing in Arabic



11 – use of the Internet



12 – beneficial for Arabic language learning

4.5

Measurement of academic performance of learning strategies

To measure the effectiveness of both the Blended and Traditional learning strategies used in
this research, participants completed tests to measure their Arabic language ability at specific
points during the study. These tests were completed at the following times:


Arabic Language Quiz 1 (see Section 3.4.4 and Appendix D: Arabic Language Quiz
1)
o Completed at the start of week 2, before commencing the first learning
strategy and
o Completed at the end of week 3, at the conclusion of the first learning strategy



Arabic Language Quiz 2 (see Section 3.4.4 and Appendix E: Arabic Language Quiz
2)
o Completed at the start of week 4, before commencing the second learning
strategy and
o Completed at the end of week 5, at the conclusion of the second learning
strategy

Each quiz was marked out of 32. Performance in these tests was used to measure the impact
of each learning strategy, with the difference in performance between the two groups
attributed to the e-learning website used in Blended learning only.
Tests completed as part of the Blended learning experience were conducted and submitted
online. Tests completed as part of the Traditional learning experience were conducted under
typical classroom conditions. The tests were conducted in weeks 2 and 3 for Blended learning
with Group A and Traditional learning with Group B, and vice versa in weeks 4 and 5.
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4.6

Academic performance of learning strategies

4.1.11

Raw scores in pre-tests and post-tests

The Arabic language quiz week 2 Pre-test and week 3 Post-test raw scores (out of a possible
32 marks) are shown in Table 4.26 below.
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Table 4.26 Arabic language quiz raw scores - week 2 pre-test and week 3 post-test
GROUP A (BLENDED)

GROUP B (TRADITIONAL)

No
Pre-test

Post-test

Pre-test

Post-test

1

31

31

31

32

2

28

29

29

29

3

26

28

29

29

4

29

32

26

29

5

31

31

26

28

6

28

29

29

28

7

30

32

27

28

8

26

27

25

25

9

26

28

32

32

10

14

20

26

27

11

19

22

26

29

12

15

23

29

32

13

21

25

29

27

14

21

25

12

26

15

17

28

20

22

16

21

25

12

20

17

13

24

17

22

18

20

29

14

26

19

18

26

14

24

20

8

22

22

24

21

22

27

16

24

22

17

24

16

20

23

22

31

14

25

24

13

25

12

20

25

8

24

14

24

26

13

25

17

19

27

20

25

12

18

28

8

23

12

20

29

14

23

12

18

30

21

27

12

23

31

21

30

10

18

The Arabic language quiz week 4 Pre-test and week 5 Post-test raw scores (out of a possible
32 marks) are shown in Table 4.27 below.
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Table 4.27 Arabic language quiz raw scores - week 4 pre-test and week 5 post-test
GROUP A (TRADITIONAL)

GROUP B (BLENDED)

No
Pre-test

Post-test

Pre-test

Post-test

1

31

32

28

27

2

22

22

26

29

3

32

32

28

32

4

30

32

15

24

5

22

22

20

19

6

28

29

20

18

7

30

32

19

28

8

31

32

20

25

9

24

26

23

32

10

21

20

16

20

11

24

27

21

22

12

19

21

20

26

13

24

25

31

32

14

19

22

23

29

15

26

29

21

29

16

24

28

28

27

17

22

27

27

26

18

19

20

15

22

19

10

13

17

24

20

12

14

23

24

21

17

19

19

24

22

17

23

14

20

23

14

15

17

18

24

19

21

15

23

25

11

12

21

18

26

14

20

30

29

27

23

24

30

28

28

13

13

21

28

29

24

24

11

20

30

19

23

13

25

31

14

15

15

20

Statistical analysis of the Arabic language quiz raw scores presented in Table 4.26 and Table
4.27 is presented in Section 4.1.12 below.

145

4.1.12

Statistical analysis

4.1.12.1

Descriptive statistics

The descriptive statistics for the Arabic language quiz scores are presented in Table 4.28 and
Table 4.29.
Table 4.28 Descriptive statistics: Arabic language quiz scores - week 2 pre-test and week 3 post-test

Table 4.29 Descriptive statistics: Arabic language quiz scores - week 4 pre-test and week 5 post-test

As shown above (see Table 4.28), the mean Arabic language quiz score for Group A and
Group B was almost identical in the week 2 Pre-test (20.03 and 20.06 respectively). After
completion of the first learning strategy, the mean Arabic language quiz score for Group A
(Blended) was higher than that for Group B (Traditional). The mean Arabic language quiz
score for Group A week 4 Pre-test was also higher than for Group B (see Table 4.29),
however after completing the second learning strategy, the mean Arabic language quiz score
for Group B (Blended) was higher than for Group A (Traditional).
In summary, in both the week 2-3 learning strategy implementation and the week 4-5
learning strategy implementation, the performance of the Blended learning group was lower
in the Pre-test and higher in the Post-test Arabic language quiz, indicating that Blended
learning was more effective than Traditional learning at improving the participants’ language
ability.
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4.1.12.2

Normality and homogeneity

The normality and homogeneity of variance was checked for each of the related variables to
ensure the data was suitable for parametric analysis. A one-sample Kolmogorov-Smirnov test
was used to confirm normal distribution of results. Homogeneity of variance was assessed
using Levene’s test.
Table 4.30 below presents the results of the one-sample Kolmogorov-Smirnov test used to
confirm normal distribution of results for week 2 and week 3 Arabic language quiz data.
Table 4.30 Kolmogorov-Smirnov (Normal distribution) test: Arabic language quiz scores - week 2 pre-test
and week 3 post-test

As shown above, the Asymp. Sig. (2-tailed) value is greater than 0.05 for each test, indicating
that scores within each test have a normal distribution. This result is supported by Figure 4.2
below, which illustrates the distribution of scores for week 2 and week 3 tests.
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Figure 4.2 Distribution of marks - week 2 pre-test and week 3 post-test

Findings for the week 4 and week 5 results were similar. Table 4.31 below presents the
results of the one-sample Kolmogorov-Smirnov test used to confirm normal distribution of
results for week 4 and week 5 Arabic language quiz data.
Table 4.31 Kolmogorov-Smirnov (Normal distribution) test: Arabic language quiz scores - week 4 pre-test
and week 5 post-test

As shown, the Asymp. Sig. (2-tailed) value is greater than 0.05 for each test, indicating that
scores within each test have a normal distribution. This result is supported by Figure 4.3
below, which illustrates the distribution of scores for week 4 and week 5 tests.
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Figure 4.3 Distribution of marks - week 4 pre-test and week 5 post-test

Levene’s test for homogeneity of variances was used to determine variances for
corresponding variables:


Group A Blended Pre-test with Group B Traditional Pre-test (Table 4.32)



Group A Blended Post-test with Group B Traditional Post-test (Table 4.33)



Group A Traditional Pre-test with Group B Blended Pre-test (Table 4.34)



Group A Traditional Post-test with Group B Blended Post-test (Table 4.35)
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Table 4.32 Levene Test for homogeneity of variances - Group A Blended pre-test with Group B
Traditional pre-test

Table 4.33 Levene Test for homogeneity of variances - Group A Blended post-test with Group B
Traditional post-test

Table 4.34 Levene Test for homogeneity of variances - Group A Traditional pre-test with Group B
Blended pre-test

Table 4.35 Levene Test for homogeneity of variances - Group A Traditional post-test with Group B
Blended post-test

The significance value in each of Levene’s tests for homogeneity of variances shown in Table
4.32, Table 4.33, Table 4.34 and Table 4.35 above show that each of the results of the

corresponding variables were homogeneous. A summary of this is provided in Table 4.36
below.
Table 4.36 Summary of Levene tests for homogeneity of variances
No

Correspondence variables

Sig Value

Result

1

Group A Blended Pre-test with Group
B Traditional Pre-test

0.151

Homogenous

2

Group A Blended Post-test with Group
B Traditional Post-test

0.510

Homogenous

3

Group A Traditional Pre-test with
Group B Blended Pre-test

0.427

Homogenous

4

Group A Traditional Post-test with
Group B Blended Post-test

0.349

Homogenous

150

4.1.12.3

T-tests

Since all variables as proposed satisfied the tests applied for normality of distribution and
homogeneity of variance (see Section 4.1.12.2), the paired sample t-tests can be conducted.
These t-tests are used to assess the validity of the hypotheses (see Section 3.8).
The results of the paired sample t-tests for the week 2 and 3 Arabic language quiz scores are
presented in Table 4.37. The paired samples used were:


Pair 1: Group A Blended learning Pre-test and Group B Traditional learning Pretest



Pair 2: Group A Blended learning Post-test and Group B Traditional learning
Post-test

Table 4.37 T-test paired samples - week 2 and week 3

For these pairs, the following hypotheses have been proposed (see Section 3.7):
H1:

There is no significant difference between Arabic language quiz results for the Group
A Blended Pre-test and the Group B Traditional Pre-test.

H1a:

There is a significant difference between Arabic language quiz results for the Group
A Blended Pre-test and the Group B Traditional Pre-test.

Condition: H1 is accepted if the value of Sig. (2-Tailed) > 0.05.
H2:

There is no significant difference between Arabic language quiz results for the Group
A Blended Post-test and the Group B Traditional Post-test.

H2a:

There is a significant difference between Arabic language quiz results for the Group
A Blended Post-test and the Group B Traditional Post-test.

Condition: H2 is accepted if the value of Sig. (2-Tailed) < 0.05.
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Results of the paired samples t-test show that H1 is accepted for Pair 1 (0.976 > 0.05).
However H2 is rejected for Pair 2, and H2a is accepted (0.045 < 0.05). It can be concluded that
there is no significant difference between the groups for the Arabic language quiz Pre-test,
but the Post-test conducted in week 3 (after the first implementation of different learning
strategies) revealed a significant difference in Arabic language performance between the two
groups. Participants who were taught using Blended learning performed significantly better
than those taught using Traditional learning. The difference in performance between the two
groups can be attributed to the e-learning website used in Blended learning only.
The results of the paired sample t-tests for the week 4 and 5 Arabic language quiz scores are
presented in Table 4.38. The paired samples used were:


Pair 1: Group A Traditional learning Pre-test and Group B Blended learning Pretest



Pair 2: Group A Traditional learning Post-test and Group B Blended learning
Post-test

Table 4.38 T-test paired samples - week 4 and week 5

For these pairs, the following hypotheses have been proposed (see Section 3.7):
H3:

There is no significant difference between Arabic language quiz results for the Group
A Traditional Pre-test and the Group B Blended Pre-test.

H3a:

There is a significant difference between Arabic language quiz results for the Group
A Traditional Pre-test and the Group B Blended Pre-test.

Condition: H3 is accepted if the value of Sig. (2-Tailed) > 0.05.
H4:

There is no significant difference between Arabic language quiz results for the Group
A Traditional Post-test and the Group B Blended Post-test.
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H4a:

There is a significant difference between Arabic language quiz results for the Group
A Traditional Post-test and the Group B Blended Post-test.

Condition: H4 is accepted if the value of Sig. (2-Tailed) < 0.05.
Result of the paired samples t-test show that H3 is accepted for Pair 1 (0.803 > 0.05).
However, H4 is rejected for Pair 2, and H4a is accepted (0.011 < 0.05). It can be concluded
that there is no significant difference between the groups for the Arabic language quiz Pretest, but the Post-test conducted in week 5 (after the second implementation after different
learning strategies) revealed a significant difference in Arabic language performance between
the two groups. As also found in the week 2-3 results, participants who were taught using
Blended learning performed significantly better than those taught using Traditional learning.
The difference in performance between the two groups can be attributed to the e-learning
website used in Blended learning only.
4.1.13

Summary of academic performance of learning strategies

The Arabic language quiz scores, and analysis of this data, revealed that there was no
significant difference between the performance of Group A and Group B prior to
implementation of the learning strategies. However, after participating in different learning
strategies for a two-week period, the Group A participants, who had been taught using
Blended learning, recorded significantly better performance than the Group B participants
who had been taught using Traditional learning (Group A Post-test mean 26.45 > Group B
Post-test mean 24.77; difference is significant).
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GROUP A

GROUP

GROUP B

A&B

Pre-test

Post-test

Figure 4.4 Week 2 pre-test and week 3 post-test outcome

The findings related to the Arabic language quiz scores during week 4 and week 5 were
similar to those described above. The Arabic language quiz scores, and analysis of this data,
revealed that there was no significant difference between the performance of Group A and
Group B prior to the second implementation of the learning strategies (i.e. week 3). However,
after participating in different learning strategies for a two-week period, the Group B
participants, who had been taught using Blended learning, recorded significantly better
performance than the Group A participants who had been taught using Traditional learning
(Group B Post-test mean 26.02 > Group A Post-test mean 22.92; difference is significant).
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GROUP B

GROUP

GROUP A

A&B

Pre-test

Post-test

Figure 4.5 Week 4 pre-test and week 5 post-test outcome

Based on analysis of the Arabic language quiz scores, it can be concluded that Blended
learning is more effective than Traditional learning at improving students’ Arabic language
ability. This finding is supported by the George-Palilonis and Filak (2009) study, which also
found a small but significant difference between the effectiveness of Blended and Traditional
learning. It is also logical to assume that Blended learning will provide a better learning
outcome than Traditional learning because it provides an additional method of
communication and interaction to engage with and support students during their learning.

4.7

Discussion

The main aim of this research is to investigate the extent to which e-learning can contribute to
students’ learning the Arabic language. An e-learning website was implemented through a
Blended learning strategy, and the outcomes of the Blended learning were compared to
Traditional learning outcomes to evaluate the effectiveness of e-learning.
The results of the Arabic language quizzes completed by all participants at set points
throughout this study confirmed that:


There was no significant difference in the Arabic language academic ability of the
two groups at the start of each of the two periods of comparison for learning strategies
(see Section 4.1.12.3).
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There was a significant difference in the Arabic language academic ability of the
two groups at the end of each of the two periods of comparison for learning strategies
(see Section 4.1.12.3). In both cases, Blended learning produced higher scores than
Traditional learning.

These findings address research question 1 (see Section 1.6), by confirming that an elearning website can be employed by students studying Arabic as a second language at the
Islamic University in Madinah to achieve the learning and teaching objectives of the Arabic
Language Lessons course. They also confirm that Blended learning (incorporating an elearning website) is more effective at achieving these outcomes than the Traditional learning
approach typically used in this course. However, as suggested by Khine and Lourdusamy
(2003), it is important to include an element of face to face instruction in any Blended
learning delivery. Participant responses indicated that the face to face component was
valuable in supporting the online delivery of learning.
The design of the e-learning website (see Section 3.6) played a key role in both the
perceptions and academic performance of participants in this study. Research question 2
(see Section 1.6) is concerned with the extent to which the students studying Arabic as a
second language were able to employ the e-learning website (i.e. the tool used to facilitate
Blended learning) to achieve the learning and teaching objectives of the Arabic Language
Lessons course. While participants did not indicate a clear preference for either of the
learning strategies, they did record higher satisfaction with some Satisfaction Components
related to the e-learning website, including educational materials and online learning
resources. Results of the Evaluation Components indicated that the e-learning website
provided differentiation from Traditional learning in the areas of efficiency, decreasing the
barrier of language, ability to get required information, reading in Arabic and confidence
about learning Arabic. Consideration should be given to the design of the e-learning website,
to maintain these areas of advantage and build on other areas determined to be essential for
Arabic language learning. When considered in relation to academic ability outcomes, the elearning website’s effectiveness is confirmed. Future research into the design of e-learning
websites may provide further information on the optimal design of e-learning to achieve the
learning and teaching objectives of the Arabic Language Lessons course.
As discussed above, participants expressed a positive overall attitude in questions related to
the e-learning website (i.e. the tool used to facilitate Blended learning) in both the
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Satisfaction Components and Evaluation Components. Questions were answered in relation
to participants’ experience in the Arabic Language Lessons course. These results address
Research Question 3 (see Section 1.6).

4.8

Summary

This chapter has presented the results of the study comparing the effectiveness of Blended
learning (i.e. learning supported by an e-learning website) compared with Traditional
learning to teach Arabic language skills, with a particular focus on achieving the learning and
teaching objectives of the Arabic Language Lessons course at the Islamic University in
Madinah. After summarising the participant demographics, the participants’ perceptions of
Blended and Traditional learning were presented and analyzed. Academic results for each of
the learning strategies were then presented and analyzed.
In summary:


Both Blended learning and Traditional learning achieved the learning and
teaching objectives of the Arabic Language Lessons course at the Islamic University
in Madinah.



Blended learning was more effective than Traditional learning at improving
participants’ Arabic language skills.



Participants who were not familiar or experienced with computers indicated that
the quality of the Traditional learning experience was preferable to the quality of the
Blended learning experience.



Participants did not indicate a clear overall preference for either of the learning
strategies.



Academic performance of participants using Blended learning confirmed that the
e-learning website was more effective for supporting learning.



Participants recorded high satisfaction with some components of the e-learning
website, including educational materials and online learning resources.
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Consideration should be given to the design of the e-learning website, to maintain
existing areas of advantage and build on other areas determined to be essential for
Arabic language learning.

The following chapter will review the key findings of this thesis, discuss the limitations of the
study, and present recommendations for further research.
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Chapter 5 Conclusion
5.1

Overview

This chapter summarises the main findings of this study, addresses the limitations of the
research and considers the implications of the outcomes and makes recommendations for
future studies. This study has addressed how the Internet can contribute to students learning
Arabic as a second language. Specifically, this study aimed to investigate how students
enrolled in the Arabic Language Lessons course at the Islamic University in Madinah could
have their learning experience, and their Arabic literacy development, enhanced through the
use of the Internet.

5.2

Key findings

In this section, each of the research questions that were posed at the beginning of the study is
revisited and answered based on the outcomes of the executed methodology.
5.2.1 Effectiveness of Blended learning on teaching Arabic as a second language
The first research question of the study was concerned with determining the extent to which
an e-learning website can be employed for students studying Arabic as a second language at
the Islamic University in Madinah in order to be able for them to achieve the learning and
teaching objectives of the Arabic Language Lessons course. In order to answer this question,
an experimental setup was constructed in which the traditional method of teaching Arabic as
a second language and the blended learning method using an e-learning website were
administered to two groups of students. One group of students was exposed to the traditional
method first, while the other was exposed to the blended learning method first. Both of the
groups were provided with identical pre-tests prior to the delivery of the lesson and post-tests
succeeding the delivery of the lesson. This was conducted for ten lessons across a 5-week
period. The results of the tests were analysed for normality and homogeneity. All sets of
results were found to be sufficiently normally distributed and homogenous in order to
parametric statistical testing to be conducted. Based on the results of these parametric tests on
the pre-tests and post-tests, it was found that while the two groups scored similarly on each of
the two pre-tests that were conducted, their average scores differed significantly on each of
the two post-tests that were conducted. In each case, the blended learning group for a
particular lesson scored higher than the traditional learning group for that lesson. These
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results mean that the students from the two groups were equally knowledgeable about each of
the two sets of Arabic as a second language lessons that were to be taught prior to the
delivery of their respective learning interventions. However, after delivery of the learning
interventions, those who were taught using the blended learning strategy emerged as being
more knowledgeable than those in who were taught using the traditional learning strategy.
This was true regardless of the group that the learning strategies were administered on. That
is, when the blended learning strategy was administered to one group, that group excelled in
their lessons over the other group, but when the interventions were reversed and the other
group was provided with the blended learning intervention, then that group was found
superior than the first group. As such, since it was shown that the blended learning strategy
enabled students to achieve greater learning outcomes than the traditional learning strategy, it
is concluded that the use of an e-learning website as utilised in the blended learning strategy
administered, can be employed as an effective means for students studying Arabic as a
second language at the Islamic University in Madinah to achieve the learning objectives of
the Arabic Language Lessons course. These outcomes are consistent with those from various
recent studies on the effectiveness of blended learning for teaching other second languages
such as English (Grgurovic, 2011; Hinkelman & Gruba, 2012) or Spanish (Pellerin &
Montes, 2012), as well as one dissertation that focused specifically on teaching Arabic as a
second language in Egypt (Essam, 2010). These studies likewise supported the effectiveness
of the blended learning strategy for second language learning based on pre and post test
comparisons of students who undertook blended learning programmes, as well as
comparisons between the changes in second language competence of students who undertook
blended learning and students who undertook traditional second language learning.
5.2.2 Diversity of learning strategies employed in Blended learning
The second research question that this study sought to answer focused on determining the
extent to which it can be claimed that the blended learning strategy through the e-learning
website that was used in the study enabled the students studying Arabic as a second language
to employ the different learning strategies to achieve the learning and teaching objectives of
the Arabic Language Lessons course. In order to answer this question, the study conducted
informal interviews with the students on their experiences with both traditional learning and
blended learning strategies in an Arabic as a second language course. The outcomes of these
interviews provided various insights on the diversity of learning strategies that students were

160

able to employ in each strategy. Firstly, it was found that the blended learning strategy
enabled students to hear words in Arabic more than once and learn how to pronounce the
letters clearly. This is because the students can review the online lessons and go back to
specific instances when a word was uttered by the teacher. This could not be done in the
traditional classroom, since it was not recorded, and the students feared that they would be
reprimanded by their teacher for not paying attention should they repeatedly ask for
clarification. This strategy appealed to auditory learners who are more inclined to learn
content when it is repeatedly heard. Secondly, it was found that the blended learning strategy
enabled the students to collaborate more effectively with one another than in the traditional
learning strategy. Specifically, the online discussion feature of the e-learning website that was
used made it possible for the students to communicate with one another, either through realtime chat or non-real time message board. The students also commented that they were able
to access more illustrations of the lesson on the Internet than in the book. In traditional
settings, the book and the teacher’s visual aids are the students’ only sources of visual stimuli
about the lesson. This can be very limited, which makes it difficult for students to develop an
accurate picture of the word or situation being described in the lesson. Use of the Internet
solved this problem because a simple search in a search engine can reveal thousands of
pictures related to the relevant lesson. From the available illustrations, the students could also
seethe different contexts in which different phrases and words are used. This method
appealed to visual learners, who are able to learn best when they see illustrations that they
can associate to learning content.
Another positive comment made by the students about the blended learning strategy when
compared against their experiences with traditional learning was that the electronic
translation feature added to the e-learning website helped them to learn the new words that
they studied, especially when there was a lack of translation to Arabic. In traditional classes,
most of the students who speak English carry pocket dictionaries to help them during classes.
However, many find the use of these inconvenient, and have difficulty in searching for the
words they use. Also, the dictionaries are usually incomplete, making it futile at times to
search for a specific word. While the traditional setting also allowed students to make use of
electronic, handheld dictionaries, students discussed that these devices are usually expensive
and are not practical at all. There is little sense in buying an electronic dictionary when there
are those that can be found and used online for free. The e-learning website allowed students
to compare the definition presented in the e-learning site with other definitions from other
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sources, and see how the word was used in different situations. This showed that the blended
learning strategy also appealed to students who were intrapersonal learners. These are
learners who prefer to learn on their own, and utilise resources that are immediately available
to them in order to understand learning content. The blended learning strategy made it
possible for these students to access resources that would have otherwise been too complex or
impractical.
The blended learning strategy was also found to be a suitable strategy for developing diverse
literacy skills of the students. Not only was the strategy able to successfully teach the students
how to read and understand Arabic, it was also able to help them develop effective writing
skills. As explained in many of the interviews conducted, the students had limited computer
skills when they started out in the course. Needing to access and process learning content
online required them to learn more extensive computer skills, particularly working with word
processing software. Since using e-learning meant spending more time online, the students
got more practice using the computer, and this advanced their ability to use the computer for
their writing. They reported that they were now more confident about their writing skills, and
that they were also more aware of the different features that writing using the computer has
that makes the activity easier. Furthermore, the students discussed that the e-learning website
also made it possible for them to use the Internet more in developing the papers that they
were required to write for their studies. These papers usually required them to conduct
research. Prior to undertaking the course through the e-learning website, the students had
difficulty researching information from traditional sources. Through exposure to the Internet,
the students were made aware of the Internet as a boundless of information. They were able
to surf the web and gather considerable amounts of information, which they were then able to
utilize in their writing. Some of the students explained that they did not think they would
have made as much progress in a traditional classroom, since conducting research in such
settings was considered to be difficult and boring. From their experience with the e-learning
website, the students felt more comfortable in developing their writing through research,
since the content was so easily available.
Overall, students found that their experiences with the blended learning strategy made them
more independent and allowed them to explore learning content in multiple ways, instead of
relying on the instructor completely for direction on how to go about learning the lesson. This
is consistent with the results of interviews conducted by Yang (2012) on college students who
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with second language difficulties who were prescribed blended learning activities. Based on
these outputs, it is evident that the blended learning strategy did stimulate the use of diverse
learning strategies that cater to different types of learners. As such, it can be concluded that in
response to the second research question, the Arabic as a second language e-learning website
through the blended learning strategy extensively enabled students to employ diverse learning
strategies to achieve the learning and teaching objectives of the Arabic Language Lessons
course.
5.2.3 Attitudes of students to Blended learning
The third research question sought to determine the attitudes that students studying Arabic as
a second language have towards e-learning websites in relation to the achievement of the
learning and teaching objectives of the Arabic Language Lessons course. In order to answer
this question, a survey was provided to the students after experiencing the traditional and the
blended learning strategies. Based on this survey, a number of inferences were drawn. Firstly,
it was found that in both groups, there was a greater preference for blended learning over
traditional learning in terms of the educational materials that are provided and the
opportunities for interaction with others in the class. In one of the groups, where the blended
learning strategy was introduced first, they also preferred blended learning over traditional
learning in terms of the resources provided and the overall quality of the learning experience.
On the other hand, there were no differences found in participants’ ratings in terms of
learning outcomes and understanding of learning material. These outcomes show that the
students did not consider the traditional method of learning to be superior to the blended
method that was introduced to them on any of the satisfaction aspects. Blended learning was
considered to be either just as good as or better than traditional learning. Furthermore, the
position of the participants regarding learning outcomes is contrary to what was found from
the pretests and posttests conducted, which revealed that the students actually yielded better
assessment results when they used the blended learning method than when they used the
traditional learning method.
In terms of evaluation components, it was found that both groups that underwent the study
agreed on how the blended learning method was superior to the traditional learning method
when it came to enhancing the efficiency of learning, removing language as a barrier from
being able to learn a second language, getting the information that one needed to learn about
the lesson, reading in Arabic, helping students extend literacy of the Arabic language to
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writing, and gaining confidence in making use of the Arabic language in public. In addition
to this, the group that underwent the blended learning method first also found it to be superior
to the traditional learning method in terms of increasing students’ grammatical accuracy in
Arabic, and improving students’ ability to utilise the Internet. On the other hand, those that
used the blended learning strategy on the second part of the lessons found that the blended
learning strategy was superior to the traditional learning strategy in terms of expanding their
vocabulary in Arabic. As with the satisfaction components, the respondents found the
blended learning strategy to be at least as preferable as the traditional learning strategy in
each of the evaluation components considered.
Based on these outcomes, it can clearly be concluded that students learning Arabic as a
second language have very positive attitudes towards the use of the e-learning website for
blended learning strategy to second language learning, which was also found in the study of
Essam (2010) on students learning Arabic as a second language in Egypt. They find this
strategy to be at least just as good as or better than the traditional second language learning
method that they were exposed to on different satisfaction and evaluation aspects.
5.2.4 Negative comments on the use of the e-learning website for Blended learning
While based on the overall outcomes of this study, it was shown that the blended learning
method was superior to the traditional learning method in terms of learning Arabic as a
second language; some negative perceptions of the use of the e-learning website as the online
component of the blended learning strategy were collected. Firstly, some of the students
complained about the lack of Wi-Fi connection at the Islamic University in Madinah campus.
While many of the students were equipped with devices that could connect to Wi-Fi signals
and allow them to surf the Internet, the university in which they were enrolled did not provide
Wi-Fi access to students. This limited students’ interaction with the e-learning website to
desktop computers connected to the Internet through cables. If the students had Wi-Fi access,
they explained that they could have immersed themselves in the e-learning website much
more frequently, instead of just doing so when they were at home or in a computer
laboratory. Furthermore, some students also complained about the lack of Internet cafes
around the University and within the campus, as well as the high costs that are usually
charged in Internet cafes. According to the students, these were critical limitations that
prevented them from using e-learning to its fullest potential. Seeking access to the Internet
while on campus was difficult and impractical. These circumstances made it difficult for
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some of the students to check on updates to e-learning lessons and discussions. However, the
students discussed that being constantly updated is one of the best features of online learning
settings. As such, students considered it essential for the university to establish a more viable
means through which they could access the Internet on their personal devices while on
campus. Another problem area that the students considered was the lag time that it took for
them to access the e-learning site, due to the slow Internet connection. Further development
of the site may allow it to load faster on students’ computers and mobile devices. The
problem may also be solved by improving the speed of internet access provided to the student
by the university. These problems are more focused on the accessibility of the new method
than on its effectiveness. With regard to problems with effectiveness, a few of the students
held the position that there was a lack of direction in the blended learning method when
compared to the traditional method. This made it difficult for them at the start because they
were used to the traditional learning setting where everything was simply handed to them by
the instructor. Still, students felt that overall, the e-learning website made them more
confident about their own learning abilities at the end of the study.

5.3

Limitations of the study

There were four significant limitations of this study identified. Each of these is discussed
below.
1. This study involved a limited number of participants in evaluating the differences
between the Traditional and Blended teaching strategies. Therefore, the extent to
which the results of the study can be generalised is limited. In quantitative data
analysis, the validity of the results is dependent on the validity of the sample to
represent some population of interest. Smaller samples tend to be able to do this less
effectively than larger samples. A larger sample, selected probabilistically across a
wider population, could improve the validity of the outcomes.
2. As a case study, this research dealt with a particular class in real time under the
constraints of the existing curriculum. This also limited this study, since there are
numerous Arabic as a second language curricula both in Saudi Arabia and in other
parts of the world. Each of these curricula may include different features from the one
that was investigated, and these differences make the results of this study of limited
application to those other courses. In order for the results to be comprehensive, this
study could be extended to consider these different curricula.
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3. The length of the evaluated Traditional and Blended learning strategy
implementations for this study was less than a semester. This limited the study since it
created an incomplete scenario from which data was collected and analysed. While it
is assumed that data taken during the period of time in which the study was conducted
is an accurate snapshot of what would have been found if the courses were compared
for one semester, in actuality, there may be many things could have transpired within
the length of one semester that could have affected the final results of the study.
4. The lack of technical support at the Islamic University in Madinah limited the level of

investigation of the use of the e-learning website. This was a limitation since one of
this study’s objectives was to determine the extent to which e-learning websites are
used. Without technical support from the University, the study was limited to the
accounts of the students in determining the extent to which the e-learning site was
used. Technical support from the University would have allowed the collection of
more objective data on this matter, such as the actual visits made to the site and the
details of site usage by students.

5.4

Implications and recommendations for future research

The results of this study pose a variety of implications to the learning and teaching of Arabic
as a second language. These implications stand to affect the different stakeholders of this
study, particularly the students, the teachers and the university administration.
Firstly, the students have gained benefit from this study as it allowed them to share the
experiences of their peers within the e-learning website. Many of these students may not have
experienced e-learning systems in learning Arabic as a second language, and may have been
experiencing difficulties learning a second language. This study showed these students that
thee-learning website could assist in learning Arabic as a second language.
For teachers of Arabic as a second language, the outcomes of this study can be used to raise
awareness of the importance of Internet technology for current and future students. Many of
these teachers may not yet be adequately trained in the application of e-learning websites and
may require considerable training. This study has shown that there is sufficient reason for
teachers in this field to undertake such training and become more familiar with e-learning as
this would improve their competence and help their students achieve the desired learning
outcomes. This study has shown them that the use of the Internet can make learning more
enjoyable and effective for students, as well as motivate them to meet the course learning
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objectives. Specifically, the Internet allows teachers to provide more opportunities for
students to interact with diverse lesson content and to give students greater flexibility over
learning activities.
Finally, this study serves to benefit the university administration as well as the government
sectors that are involved in the development of education in Saudi Arabia by demonstrating
the value of e-learning in Arabic as a second language teaching and prompting them to invest
in the development of software that can be used by Arabic as a second language students and
teachers at their institutions.
Several areas for future research have been identified. Each of these is discussed below.
1. Investigate the effectiveness of online courses for teaching Arabic as a second
language. As mentioned, one of the study’s limitations was that it did not involve
participants in an entire semester of study using e-learning. An extended study (i.e. at
least one semester) would provide more thorough information to investigate the
effectiveness of e-learning for teaching Arabic as a second language.
2. Conduct case studies involving the teaching of other languages (i.e. not Arabic) as a
second language. Such studies may help to determine the similarities and differences
between languages, and the benefits and detriments of e-learning to second language
learning. It may also confirm whether the findings from this study are applicable to
second language learning in general, or only to the Arabic as a second language
context.
3. Investigate the perceptions of learning theories in Blended and online environments
to improve the teaching of Arabic language as a foreign language.
4. Explore the role of face-to-face and online interactions between students and
teachers. That is, extensive qualitative studies can develop grounded theories on what
actually happens in each situation, so as to provide a comparison about how learning
is reached. This can help in the development of more effective online learning
strategies, by adapting the benefits of Traditional instruction to the online
environment.
5. Investigate the patterns of face-to-face and online interactions for cross-cultural
groups. Public reaction to the innovations brought about in the field of information
technology has been diverse across different cultures. For example, it is well-known
that Saudi Arabia has been considerably conservative about the Internet, and is only in
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recent years realising the importance of this innovation. A study of differences
between face-to-face and online interactions across cultures can provide useful
insights on the applicability of e-learning systems in those settings.
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Appendix A: Pre-Test Questionnaire

Please answer the following questions by placing a Tick in front of the appropriate
answer.
1. What is your age?
………………..
2. Your first language:
ease specify)…………….
4. How would you describe your computer literacy?

-good

5. How many years have you learnt Arabic language?
-1
-5
-9

6. How long have you been using technology for studying Arabic language?
-1
-5
-9

7. How long have you been in Saudi Arabia or other Arabic speaking countries?
___________ years ___________months
8. Do you use the Internet for academic purposes?
� No
� Rarely (once a moth)
� Sometimes (twice a month)
� Often (once a week)
� Constantly (once or more a day)
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Appendix B: Post-Test Questionnaire (Blended learning)

Section 1: Satisfaction
Please answer the following questions about your satisfaction with your most recent face to
face and online learning Arabic language experience (Blended learning).
How satisfied were you
with:
1. The educational
material provided to you
in your normal class.

Not
Satisfied

Slightly
Satisfied

2. Online learning
resources.
3. Interaction with
teacher and other students
in the lab.
4. Your Arabic language
learning outcome.
5. The overall quality of
both the online and face
to face learning
experience.
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Somewhat
Satisfied

Satisfied

Very
Satisfied

Not
Applicable

4. Blending learning method gives me the
chance to get the information that I need.
5. Blending learning improved my Arabic
writing skills.
6. Blending learning is helpful for reading in
Arabic
7. Blending learning is helpful for using
vocabulary in Arabic.
8. Blending learning has increased my
confidence about Learning Arabic language
9. Blending learning increased the grammatical
accuracy of my writing in Arabic.
10. Teacher and student’s role in blending
learning are different from those in my normal
classes.
11. You would like your teacher to adapt and
use internet application in teaching Arabic
12. Overall, I find blending learning is to be
beneficial in my Arabic language learning.
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Strongly
Agree

Agree

Mildly Agree

Mildly
Disagree

Neither Agree
or Disagree

I believed that:
1.Blending learning method enhances my
efficiency in the academic tasks
2. Language is not a barrier in the blending
learning method.
3. Blending learning is helpful for writing in
Arabic.

Disagree

Strongly
Disagree

Section 2: Evaluation
Please select the most appropriate answers that indicate the level of your agreement or
disagreement with each statement.

Appendix C: Post-Test Questionnaire (Traditional learning)

Section 1: Satisfaction
Please answer the following questions about your satisfaction with your most recent face to
face learning Arabic language experience.
How satisfied were you
with:
1. The educational
material provided to you
before or during class.

Not
Satisfied

Slightly
Satisfied

2. Interaction with
teacher in the class.
3. Interaction with other
students in the class.
4. Understanding the
educational material.
5. The overall quality of
the face to face learning
experience.
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Somewhat
Satisfied

Satisfied

Very
Satisfied

Not
Applicable

4. During the class if I ask my teacher a
question usually get the information that I need.
5. Face to face learning improved my Arabic
writing skills
6. Face to face learning is helpful for reading in
Arabic
7. Face to face learning is helpful for using
vocabulary in Arabic.
8. Interaction with my teacher in the class has
increased my confidence about Learning Arabic
language
9. Face to face to learn Arabic requires less of
mental and learning efforts comparing with
using Internet.
10. Face to face learning increased the
grammatical accuracy of my writing in Arabic.
11. Overall, I find face to learning in a class is
to be beneficial in my Arabic language learning.
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Strongly
Agree

Agree

Mildly Agree

Mildly
Disagree

Neither Agree
or Disagree

I believed that:
1.Face to face learning enhances my efficiency
in the academic tasks
2. Language is not a barrier to interact with my
teacher in during the class.
3. Face to face learning is helpful for writing in
Arabic.

Disagree

Strongly
Disagree

Section 2: Evaluation
Please select the most appropriate answers that indicate the level of your agreement or
disagreement with each statement.

Appendix D: Arabic Language Quiz 1

أسئلة األسبوع الثاني و الثالث:
السؤال األول :اختر الكلمة من القائمة أ بما يناسبها من القائمة ب:
ب
أ
ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
() 1

كرسي

() 2

باب

() 3

مكتب

() 4

سرير

() 5

مفتاح

() 6

قلم

() 7

مسجد
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السؤال الثاني :اختر االجابة الصحيحة بوضع دائرة حولها:
أ  /من هذا؟
( )1هذا طبيبٌ
( )2هذا ول ٌد
( )3هذا قميصٌ
( )4هذا نج ٌم
ب  /ما هذا؟
() 1
() 2
() 3
() 4

هذا قل ٌم
هذا نج ٌم
هذا مكتبٌ
هذا مفتا ٌح

السؤال الثالث :امأل الفراغ فيما يلي بوضع الكلمة المناسبة من الكلمات التالية:
َج ِم ْي ٌل َ .وسِ ٌخ َ .مـ ْفـ ُت ْـو ٌح َ .حارٌّ َ .ثـقِـيْـ ٌل َ .خـفِـيْـفٌ
( )1الحجر ...........
( )2الباب ...........
( )3القمر ...........
( )4الورق ............
( )5المنديل ..........
( )6اللبن ............
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السؤال الرابع :أضبط الكلمات فيما يلي بالشكل:
( )1القمر
( )2جديد
( )3نظيف
( )4الرجل
( )5رجل
( )6واقف
( )7النجم
( )8قديم
السؤال الخامس :
ضع في الفراغ فيما يلي حرف جر مناسب :
 )1خرج المدرس  ...........الفصل.
 )2ذهب الطالب  ............المدير.
 )3الطالب  ..................الفصل.
 )4الكتاب  ............المكتب.
السؤال السادس:
صحح الجمل اآلتية :
 )1قلم من هذه؟
 )2الغرفة مفتوح؟
 )3هذا بنت المدير.
 )4هذه مفتاح السيارة.
 )5أين زينب؟ هو في الفصل.

...........................
...........................
..........................
.........................
...........................
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Appendix E: Arabic Language Quiz 2

أسئلة األسبوع الرابع و الخامس :

السؤال األول  :ضع اسم إشارة للقريب مناسب :
 ............ )1ملعقة.
 ............ )2سرير.
 ............ )3مؤذن.
 ............ )4أم.
 ........... )5عين.
 ........... )6حجر.

السؤال الثاني :ضع اسم إشارة للبعيد مناسب :
 ........... )1مهندس.
 .......... )2بطة.
 .......... )3حديقة.
 .......... )4مكتب.
 ......... )5جمل.
 ......... )6ممرضة.

السؤال الثالث  :ضع في الفراغ نعتا مناسبا:
 )1خديجة طالبة ...........
 )2أين المدرس ............
 )3التاجر  ...........في السوق.
 )4العصفور طائر ...........
 )5لمن هذه السيارة .............
 )6انا طالب .............

السؤال الرابع  :أضف األسماء التالية إلى المتكلم والمخاطب والغائب والغائبة :
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المتكلم

المخاطب

سيارةٌ

مفتا ٌح

مندي ٌل

سري ٌر

السؤال الخامس:
كون جمال مفيدة بملء الفراغ فيما يلي :
 ............... )1البيت مغلق.
 ............... )2الطبيب بعيد.
 )3أين  ..............السيارة؟
 )4خديجة  ...............حامد.
 )5القرآنُ كتابُ ............
 .............. )6الطالب مكسور.
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الغائب

الغائبة

Appendix F: Arabic Language Quiz 1 – English Translation
Questions completed after weeks two and three of the study.
Question 1. Match the word from the list (A) to the suitable one from the list (B):
(A)

(B)

1) Chair

2) Door

3) Office

4) Bed
5) Key

6) Pen

7) Mosque
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Question 2. Circle the correct answer.

(A) Who is this?
1) This is a doctor.
2) This is a boy.
3) This is shirt.
4) This is star.

(B) What is this?
1) This is a pen.
2) This is a star.
3) This is an office.
4) This is a key.

Question 3. Fill in the blank with the suitable word from these ones:
Beautiful – dirty – opened – hot – heavy – light
1)
2)
3)
4)
5)
6)

The stone is ………….
The door is …………..
The moon is ………….
The paper is …………..
The handkerchief is ………….
The milk is …………..

Question 4. Vowelize the following words
1)
2)
3)
4)
5)
6)
7)
8)

The moon
New
Clean
The man
Man
Standing
The star
Old
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Question 5. Fill in the blank with a suitable preposition
1)
2)
3)
4)

The teacher got out ………… the classroom.
The student went ……………. the headmaster.
The student is …………….. the classroom.
The book is …………… the office.

Question 6. Correct the following sentences
1)
2)
3)
4)
5)

Whose pen are that?
The room is opening.
These is the headmaster’s daughter.
This are the car key.
Where is Zainab? He is in the classroom.
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Appendix G: Arabic Language Quiz 2 – English Translation
Questions completed after weeks four and five of the study.
Question 1. Complete with a suitable near - demonstrative (pronoun) / determiner:
1)
2)
3)
4)
5)
6)

…………………….. is a spoon.
…………………….. is a bed.
……………………. is a caller to prayer (muezzin).
…………………… is a mother.
…………………… is an eye.
…………………… is a stone.

Question 2. Complete with a suitable far – demonstrative (pronoun) / determiner
1)
2)
3)
4)
5)
6)

…………………. is an engineer.
…………………. is a duck.
…………………. is a garden.
…………………. is an office.
…………………. is a camel.
…………………. is a female nurse.

Question 3. Fill in the blanks in the following exercise with the suitable attributes /
(adjectives).
1)
2)
3)
4)
5)
6)

Khadigah is a ……………. Student.
Where is the ………………… teacher?
The ……………….. merchant is at the market.
The sparrow is a ……………….. bird.
Who’s a ………………. Car is that?
I am a ……………………. Student.

215

Question 4. Add the following nouns to the speaker, the addressee, the third person (male)
and the third person (female).
The noun

The speaker

The addressee the third person The third person
(male)
(female)

Car
Key
Handkerchief
Bed

Question 5. Make useful sentences by filling the following blanks:
1)
2)
3)
4)
5)
6)

…………… home is closed.
………………. Doctor is far from here.
Where is ……………….. car?
Kadigah is a …………… Hamid.
The Holy Quran is a book of ……………. .
The student’s ……………… is broken.
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Appendix H: Additional Data Analysis
Group A
In this section the researchers investigated the relationships between the variables Mark, Age
and Using the Internet. On analysing the data received from the survey, the following
understanding of the students’ opinions concerning the methods of teaching and learning
Arabic was obtained:
Case Processing Summary
Cases
Valid
N
Age of students * Using the
Internet

for

Missing

Percent
31

N

Total

Percent

100.0%

0

N

Percent

.0%

31

100.0%

Academic

Purposes

Age of students * Using the Internet for Academic Purposes Cross tabulation
Count
Using the Internet for Academic Purposes
1
Age of students

2

3

4

5

Total

1

1

7

1

0

4

13

2

1

2

1

2

4

10

3

1

3

0

0

4

8

3

12

2

2

12

31

Total

KEY

Age

Using the Internet for
Academic Purposes

1

19-22 years

Constantly

2

23-26 years

Often

3

27-30 years

Sometimes

4

Rarely

5

No
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Chi-Square Tests
Asymp. Sig. (2Value

df

sided)

a

8

.513

Likelihood Ratio

8.134

8

.420

Linear-by-Linear

.578

1

.447

Pearson Chi-Square

7.218

Association
N of Valid Cases

31

a. 13 cells (86.7%) have expected count less than 5. The minimum
expected count is .52.

The chi-square test shows that the correlation test has been concluded that between the Mark,
age and Internet there is weak relationship due the test of the correlation between them at the
0.01 significant of level during the period of week 4 and 5.fether more, we can seen that
clearly from the table the students who have been experienced to use the Internet in their
subject the relationship between their age and using the Internet it has been not found
significantly at 0.01. Moreover, it has been found that the relationship between the marks and
the Internet is weak relationship significantly at 0.01.See figure 1, 2, 3.

Figure H.1: Correlation Between Age and Mark, Group A
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KEY

Age

Marks

1

19-22 years

18-22

2

23-26 years

23-27

3

27-30 years

28-32

Figure H.2: Correlation Between Mark and Using the Internet, Group A

KEY

Marks

Using the Internet for
Academic Purposes

1

18-22
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2

23-27
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3

28-32
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4
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5

No
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Figure H.3: Correlation Between Age and Using the Internet, Group A
KEY

Age

Using the Internet for
Academic Purposes

1

19-22 years

Constantly

2

23-26 years

Often

3

27-30 years

Sometimes

4

Rarely

5

No

Group B
Case Processing Summary
Cases
Valid
N
Age of students * Using the
Internet

for

Missing

Percent
31

N

100.0%

Academic

Purposes
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Total

Percent
0

.0%

N

Percent
31

100.0%

Age of students * Using the Internet for Academic Purposes Cross tabulation
Count
Using the Internet for Academic Purposes
1
Age of students

2

3

4

5

Total

1

1

1

1

2

3

8

2

1

2

3

1

6

13

3

0

1

3

2

4

10

2

4

7

5

13

31

Total

KEY

Age

Using the Internet for
Academic Purposes

1

19-22 years

Constantly

2

23-26 years

Often

3

27-30 years

Sometimes

4

Rarely

5

No

Chi-Square Tests
Asymp. Sig. (2Value

df

sided)

a

8

.879

Likelihood Ratio

4.514

8

.808

Linear-by-Linear

.018

1

.894

Pearson Chi-Square

3.751

Association
N of Valid Cases

31

a. 14 cells (93.3%) have expected count less than 5. The minimum
expected count is .59.

The chi-square test shows that the correlation test has been concluded that between the Mark,
age and Internet there is weak relationship due the test of the correlation between them at the
0.01 significant of level during the period of week 2 and 3.fether more, we can seen that
clearly from the table the students who have been experienced to use the Internet in their
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subject the relationship between their age and using the Internet it has been not found
significantly at 0.01. Moreover, it has been found that the relationship between the marks and
the Internet is weak relationship significantly at 0.01. See figure 1, 2, 3.

Figure H.4: Correlation Between Mark and Using the Internet, Group B
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Figure H.5: Correlation Between Age and Using the Internet, Group B
KEY

Age

Using the Internet for Academic Purposes

1

19-22 years

Constantly

2
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3
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5
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Figure H.6: Correlation Between Age and Mark, Group B
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Central tendency
There are three measures of central tendency: the mean, the median, and the mode. The mean
is the most commonly used measure of central tendency. It is equivalent to the numerical
average of the data set. As a measure of central tendency, the mean tends to be the most
informative because it considers the overall contribution of each score. Each point added to
the dataset invariably has some net effect on the mean, and the effect is only zero if the data
point is equal to the mean. However, the mean as a measure of central tendency can be
affected adversely by very high or very low values, and so the mean is not intended to be
used when the distribution is highly skewed, as it has a tendency to misrepresent the general
experience of the sample. Other measures of central tendency are the median and the mode.
The median is not computed using a formula. Rather, the data points in the dataset are
arranged in ascending order, and the point in the middle of the distribution, such that 50% of
the distribution lies above/below the distribution, is considered as the median. In case the
number of data points is even, the average of the two scores in the middle is considered the
median. The median is suitable for distributions where ranks are used, or distributions that are
heavily skewed. The mode is determined simply by finding the most common data point in
the dataset. Among the three, the mode is the weakest measure of central tendency, and it is
possible for no mode to exist. The mean was selected as the most appropriate measure of
central tendency for the purpose of the study. This was because the variables concerned were
quantitative in nature, which means that the contribution of each score is of interest. The
mean was also selected because the variables have a close range, and so the possibility of
very high or very low scores that would affect the use of the mean adversely was low.
Measures of variability
The second category of descriptive measures is referred to as measures of variability. A
measure of variability consolidates the data points in a dataset to describe the spread of the
data. That is, it provides the researcher with an idea of how far apart or how close together
the data points are from one another. If the variability of a dataset is high, it means that there
are wide differences across the scores. If the measure of variability is low, it means that the
data points in the dataset do not differ much from one another. There are a number of
measures of variability: the range, the variance and the standard deviation.
The range is the simplest measure of variability. It is computed simply by taking the
difference of the highest score from the lowest score in the dataset. The size of the range
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provides insights on the wideness of the difference across scores, and affects the extent to
which the researcher ought of consider the mean as a measure of central tendency. However,
the range is also the weakest measure of variability because it does not provide any insights
on the differences among the scores within the interval that it is able to provide.
The variance is defined as the average of the squares of the differences of each score in the
dataset from the mean. The population variance is computed when all of the data points on
the population are known. In the case of this study, this is not so. As such, a correction must
be applied to the population variance formula so that the resulting variance could better
represent the parameter for the population based on a sample statistic. This is referred to as
the sample variance, and it represents the idea that the sample is always smaller than the
population, and so the sample, being smaller and incomplete, tends to always have a greater
variability than the population.
The third measure of variability, which is the one utilised in this study, is an improvement of
the variance. This statistic is called the standard deviation. The standard deviation is defined
as the square root of the variance. Among the three measures of variability, the standard
deviation was considered to be the most applicable. This was because the standard deviation
is not just able to give an estimate of the relative distance between any two consecutive data
points in the dataset; it is also a statistic that can be used with the mean to draw out some
inferences when comparing two datasets. These are tests of significant difference, and they
are described in the following paragraphs.
Significant difference
Tests for significant difference are tools in inferential statistics that answer the null
hypothesis that the difference between the means of two datasets is zero (Bluman, 2008).
Conducting a test of significant difference can yield one of two outcomes. Firstly, the null
hypothesis may be accepted, which would mean that there is no significant evidence to claim
that there is a statistical difference between the means of the two datasets. Secondly, the null
hypothesis may be rejected. In this case, it would mean that there is significant evidence to
claim that the means of the two datasets are statistically different. In conducting any of the
different tests for significant difference used, there are six steps (Bluman, 2008):
1.

Satisfy all of the assumptions attached to the test selected;
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2.

Select an appropriate significance level. For this study, a significance level of
0.05 was selected. This selection was based on the notion that studies in the social
sciences, including those in the field of education, typically select 0.05 as their
significance level. Selecting 0.05 as the significance level means that if the null
hypothesis is rejected, there is at most only a 0.05 chance that such a rejection is a
mistake;

3.

Compute for the descriptive statistics that are utilised by the test. (Each test for
significant difference has its own required statistic);

4.

Compute for the test statistic of the selected test;

5.

Determine the p-value of the computed statistic. (The p-value is a probability that
is determined based on the computed statistic of the selected test. Each p-value is
linked to a functional distribution represented by a table of values.);

6.

Make an inference of accepting or rejecting the null hypothesis based on the
comparison of the p-value to the significance level of the study.

As explained previously, when the p-value is large, the null is accepted and when it is small,
the null is rejected. How large/small the p-value should be is determined by the selected level
of significance. The p-value needs to be less than or equal to the level of significance for the
null hypothesis to be rejected. If the p-value is greater than the significance level, the null
hypothesis is accepted (Vickers, 2009).
T-tests
The tests for significant difference selected for this study were t-tests. t-tests are parametric
tests, which means that they rely on specific parameters in the computation of the test statistic
(Bluman, 2008). The formulas and explanation provided in the following paragraphs are
based on Bluman (2008) and Stephens (2004). In particular, t-tests require the computation or
estimation of the means and standard deviations as parameters for the statistic. There are
three different types of t-tests, each of which was considered for potential use in the study:
the independent t-test assuming equal variances; the independent t-test assuming unequal
variances; and the paired t-test.
The independent t-test (both assuming and not assuming equal variances) is a test that is used
in order to determine if the means of two independent samples vary significantly. In order to
be able to perform an independent t-test, the following assumptions must be fulfilled. Firstly,
the data from the dependent variable of interest must be normally distributed. In the study,
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this meant that the scores in the pre-test and post-test must follow a bell-shaped curve, with
more students getting scores closer to the average and less students getting scores that are
either very high or very low. In order to determine if the distribution is normally distributed, a
test of normality should first be performed. There are various types of tests of normality, but
the one selected for this study is the Kolmogorov-Smirnov test (see below for detail). The
next assumption that should be fulfilled is that the samples in the two groups to be compared
should have been selected randomly and independently. Random selection is a must for any
statistical analysis, as this provides some assurance that the members of the sample were not
hand-picked to ensure the outcomes. Independent sampling means that the way in which
members of the sample in one group was selected should not be affected by the way in which
members in the other group was selected. For example, if the members of the sample were
initially grouped in twos and then selected from, then this would mean that independent
sampling was not performed. Once these assumptions have been satisfied, the independent ttest can be performed. The independent t-tests were used in comparing the post-tests of the
traditional and blended learning groups or the pre-tests of the traditional and the blended
learning groups. The pre-tests were compared to ensure that the two groups that were initially
selected were comparable. That is, that one group did not already surpass the other from the
start of the study. The test was conducted on the post-tests of the two groups to determine if
one group was able to excel over the other after the intervention was delivered.
Another type of t-test that was used in this study was the paired t-test. Paired t-tests are used
when the samples are not independently selected; that is, when the independent t-test
described previously is not applicable because the selection of a sample in one of the groups
depends on the sample’s selection in the other group. In such cases, the samples are
considered to be paired. That is, one sample in one group corresponds to a specific sample in
the other group. The paired t-test was used in the study in comparing post-tests and pre-tests
of the same group. That is, in determining if the students in the blended learning environment
were able to improve in their post-tests after undergoing the learning intervention, and
separately, if the people in the traditional learning group were also able to do the same.
The Kolmogorov–Smirnov test is one of the different tests of normality. It is especially
applicable when the sample is large (n>30) which is the case for this study. The test can be
conducted to compare the distribution of the sample with a reference distribution. In this
study, it is of interest to determine if a number of variables, such as the pre and post test
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scores of the respondents, were normally distributed. As such, this is what the distribution of
those variables were compared against. The Kolmogorov–Smirnov test is a non-parametric
test, which means that it does not compute for the mean or standard deviation in order to
obtain the statistic. Instead, it quantifies the distance that lies between the cumulative
distribution function of the reference function and the empirical distribution based on the
sample. The null hypothesis in using the one-sample Kolmogorov–Smirnov test is always
that there is no significant difference between the sample and the reference distribution,
which in the case of this study would provide evidence that the data from the sample on a
specific variable is normally distributed.
Levene’s test is a test for determining the equality between two variances. The null
hypothesis of the test is that there is no significant difference between the variances, in which
case, the independent t-test for equal variances should be applied.
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